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Abstract 
The present study examined the structure of and the relationships 
among theories of intelligence, values, and achievement goals. 
Form 1 students from five aided secondary schools in Hong Kong 
were asked to complete three questionnaires. In the first ques-
tionnaire,students rated their perception of the importance of 
49 values. In the second and third questionnaires, questions on 
students' own theories of intelligence and achievement goals were 
asked. 
Factor analysis was used to reveal the structure of students' 
theories of intelligence. Results showed a clear distinction of -
three dimensions, which were, namely malleability of intelli-
gence, universality of intelligence, and specificity of intelli-
gence. A multidimensional model of theories of intelligence was 
supported. Similar analyses on value items revealed dimensions 
common to the Rokeach Value Survey (e.g., competency) and the 
Chinese Value Survey (e.g., social integration). Results sug-
gested that either of these two value surveys when used separate-
ly, did not cover the full range of human values. Their items 
complemented each other. Finally, factor analysis on the 
achievement goal items revealed dimensions supporting the learn-
ing and perfor~ance goals distinction. 
Previous studies focused mainly on the relationships between 
theories of intelligence and achievement goals orientations. In 
the present study, value was introduced and was used together 
with theories of intelligence to predict achievement goals. 
Multiple regression analyses showed that the malleability of 
intelligence (a dimension in theories of intelligence) and social 
integration (a dimension in values) subscales were significant 
predictors of the learning goals. On the oth~r hand, universali-
ty of intelligence (a dimension in theories of intelligence) and 
.c6mpetency (a dimension in values) subscales were associated with 
the performance goals orientation. The implication of the above 
findings ' as related to students' purposes of education, desirable 
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Chapter I 
INTRODUCTION 
A. Background of the Study 
Education should be viewed as a life-long process of 
learning in which students will continue to update their knowl-
edge and enhance their competency after leaving school. This is 
of vital importance to students who have to· cope with th~ rapid 
changes in society when they leave school. It is therefore 
.necessary for schools to develop and implement a curriculum best 
suited to the students' needs. The learning environment so 
created must be able to develop students' personal qualities for 
further acquisition of knowledge, to encourage the students' 
desire to face new challenges and to help them enjoy intellectual 
growth through learning. 
The critical question is whether our school system can 
provide students with such a desirable environment. We know that 
Hong Kong's education system creates quite a competitive ' setting 
for students. Competition begins in primary schools. Young 
children need to compete for a place in a prestigious primary 
school so that they survive a better chance of entering a presti-
gious secondary school. On completion of secondary five level, 
students have to sit in a norm reference public examination. 
Based on this examination result, less than one-third of the 
students would. be able to further their studies. This intermi-
1 
nable and keen competition has trained students to c6mpete with 
one another in order to climb up the social ladder. As a result, 
it is not surprising for us to find that students are very much' 
concerned about comparing themselves with others. 
What are the effects of this keen competition on stu-
dents? Is this consistent with the above-mentioned objectives of 
education i.n faciIi tating , the life-long process of learning? 
A school which emphasizes interpersonal competition 
would indoctrinate students with the objective of demonstrating 
superior ability over the others. However, it is impossible for 
every student in a class to achieve this objective. Someone must 
-
lose is someone wins. In such a situation, one student's success 
means the other student's failure. It is just like a zero-sum 
game. Thus, students with low self-perception of ability would 
lose motivation in learning because they can never present supe-
rior performance over the others. 
Different ability-level students should have equal 
chances for full personal and intellectual growth so that even 
the less brilliant students, can also realize their potentials to 
a fuller extent. In order to achieve this equality, schools have 
to motivate all students.to continue learning. More specifical-
ly, schools should enable students to stress intrinsic involve-
ment in learning, to commit themselves to acquiring new knowl-
edge and to focus on the efforts in learning rather than the 
results. This focus on effort ,triggers a series of cogni ti ve 
processes such as concentration on the mastery of new knowledge, 
imp~ovement of competence and enhancement of optimistic view 
towards the outcome. In light of the above mentioned argument, 
2 · 
psychological constructs that affect students' focus deserve more 
researches. 
B. Statement of the ·Problem 
The purpose of the present study is to investigate the 
relationships among studsnts' achievement goals, theories of 
intelligence and their values. 
Two kinds of achievement goal orientation can be iden-
tified, namely, learning goals and performance goals. Individu-
als with ~ strong learning goals are more interested in "increasing 
in acquiring new knowledge and skills. The learning process 
itself is valued highly. On the other hand, individua~s with 
performance goals would concern them~elves more with the positive 
recognition of their competence and avoiding negative appraisals. 
Since individuals with performance goals aim at the positive 
judgment of their competence, ' the outcome (success or failure) 
instead of process in learning would be valued. The emphasis on 
different kinds of goals would result in different attributions, 
affects, and motivational behavior. The linkages among them are " 
particularly strong when ~he student fails to achieve his aim. 
Different people may have different opinions about the 
implicit views of intelligence. Some regard intelligence as in~ 
born, fixed trait and uncontrollable. Some may regard it as 
malleable and controllable. These people would then have differ-
ent perception o.f their effort and ability. They view learning 
differently. Some see it as a means while the 9thers will take 
it as an end. This in turn will affect their adoption of 
achievement goals. 
People with different values would have different 
beliefs and perceptions about the importance of various modes of 
behaviors and end-~tatesof exi~tence. Consequently, these will 
affect the individual's task choice and decision making behavior. 
This will then affect their adoption of achievement goals. 
The second aim , of this research is to find out the 
relative strength of power between the variables, namely, theo-
ries of intelligence and values in predicting achievement goals. 
From these results, one may know the relative importance of . 
different variables in determining the adoption of different 
achievement go~ls. 
C. Significance of the Study 
It is of great importance to help students tb " adopt the 
appropriate learning goals. This goal orientation would promote 
the students' long term intellectual growth. Therefore, it is 
meaningful to identify those variables which will affect a stu-
dent's choice of achievement goals and eventually to discover the 
means by which students' learning goals can be strengthened .. 
Another purpose of the present study is to find out the 
barriers that students face in adopting the desirable achievement 
goals. Then interventions in increasing students' motivation 
will be possible. .students who overemphasize competition among 
classmates will be encouraged to become more task-orientated. 
Sttidents ' who are less motivated in learning should be made aware 
of their own beli~f and value system. In sum, the present study 
4 
enables us to know more achievement goals and places us in a 
better position in hel~ing students to ~vercome their barriers. 
It. also gives us some hints in creating a suitable classroom 




REVIEW OF .LITERATURE 
A. MotivatiDn and Achievement Goals 
Theories of Motivation 
In the 1940's and 1950's, motivation was examined 
mainly in experimental studies. These researches usually concen-
trated on motors of behaviors which were activated by needs and 
drives. It was beli~ved that the discrepancy between an imagi-
nary ideal state and a less-ideal real state would induce a 
series of behaviors until the said discrepancy reduced to zero. 
The centre of interests in motivational researches were mechanism 
of behaviorsand the interested targets were subhuman organisms. 
Disappointedly; the results of these researches could hardly be 
linked to education and actual classroom learning (Weiner, 1990). 
I 
~\,-- The need for achievement theory (Atkinson, 1964) fo-
cuses on the general energizers 6f achievement behaviors. The 
central construct is the examination of the motive to achieve 
success and the motive td avoid failure. It has good predictive 
power in assessing the motive of an individual to achieve suc-
cess. It actually is a global motive measure which consists of a 
number of specific affective measures such as positive goal 
anticipation, pride in goal attainment, enjoyment of the instru-
mental activities as means to success, 'and positive affects 
. . 
associated with achievement strivings (Atkinson, 1964). It also 
assesses the motive of an individ4al to avoid failtire by measur-
6 
ing the negative specific affective response when faced with 
difficulty such as anxiety which pose obstacles to success (Dweck 
& Elliott, 1983). 
Both motives to success and motives to aVoid failure 
would be aroused in an achievement situation. Positive anticipa-
tory goal responses would lead to approach tendencies to experi-
ence the positi~e affect of pride in accomplishment. Negative 
anticipatory goal responses would lead to avoidance tendencies to 
escape the negative affect of shame in failure. An individual 
~ouldface this approach-avoidance conflict in the achievement 
situation. The ultimate resolution depends on the relative 
strength of these two opposite tendencies. The strength of each 
tende~cy would in turn depend on the expectancy and the incentive 
value of the outcomes. It means that the strength of approach 
tendency depends on the expectancy of success and the incentive 
value of success. On the other hand, the strength of avoidance 
tendency would depend on the expectancy of failure and the cost 
of failure (Atkinson, 1964). 
// - Individuals with stronger motives to success would tend 
/ 
to approach, particularly those challenging tasks with intermedi-
ate difficulty. Individuals with stronger motives to avoid 
failure would tend to avoid, particularly those tasks with 
termediate difficulty. 
This theory has the following weak points. First, it 
is not specific enough to explain the specific aspect of behavior 
such as persistence after failure", We cannot clearly understand 
the' whole process of the motivational ,behavior (Dweck & Elliott, 
1983). Second, it predicts that low motiv~ti6n individuals would 
-.., 
I 
choose tasks of extreme probability of success but cannot further 
distinguish the factors which favor unrealistically high or low 
risks (Nicholls, 1984). 
Cognitive Approach to Motivation 
Achievement motivation is a specific type of motivation 
with emphasis on one's competence, which includes the increase in -
competence or judgment of competence (He.ckhensen, 1981; Maehr & 
Ni~holls, 1980). The main concern for individuals with high 
achievement rn~tivation are cognitive, affective and value-related 
factors (Dweck & Elliott, 1983). First, cognitive factors 
include assessments of one's skills relative to the standard, 
beliefs and theories in one's mind, inference of the outcomes 
etc. Different approaches to these factors would have-different 
choices of the achievement goals and would form different frame-
work of achievement motivation. Second, affective factors in-
elude the anticipated reaction to the related cognitive factors, 
reaction to the outcomes at each stage, dread or excitement in 
task initiation, boredom or enjoyment of task activities, shame 
or pride to the ultimate outcome etc. Different affective reac~ 
tions would contribute differently to the achievement behaviour 
pattern. Third, value-related factors include the salience of 
different achievement goalS and also the salience of the means 
that reach the target goals (Dweck & Elliott, 1983). 
From 1960's onwards there was a general shift from re-
searches concentrating on the mechanism of behaviors to studies 
on .the cognition of behaviors. The research targets also shift 
8 
from subhuman to human. This cognitive approach to motivation is 
also closely re~ated to a number of other psychological factors 
such as learning orientation, level of aspiration, task choibe, 
achie~ement go~ls, quality of goal-directed activities, vigor of 
the pursuit,and the persistence of the action (Atkinson, 1969; 
Kagan, 1872; McClelland, 1985). These factors have profound 
effect on children's performance and achievement in the experi-
. ment setting as well as in the classroom (Weinstein, 1976; Wine 
1982). The effects do · not oniy last in school years but also 
later on in their career (Jencks, 1979). 
_ In recent years, the ~ognitive approach to motivatio~ 
is still having a dominating influence. Achievement striving has 
also become an important centr~of interest .. Also, goal orienta-
tion is a construct which attracts more and more researches in . 
studying motivational behavior (Wein-e:r;-, 1990). 
Attributional Theory 
Attributional .approach is based on the belief that the 
explanation for the outcome is the spring of action (Weiner, 
- . 
1986) . Individuals with different attributional styles have 
different subsequent cognition, affects and behaviors. Attribu-
tional approach focuses on the specific cognition about success 
and failure that mediate the subsequent behavior in the achieve-
ment tasks. Based on the dimensions of causal attribution of 
success and failure, the psychological conseq.uences can be pre-
dic0ted ("Weiner, 1979). The main causal dimensions are stabili-
ty, locus of causality, and controllability . . Each of the causal 
9 
dimensions has its own psychological function arid also has its 
affect linkage. For instance, individual~ who attribute the 
failure to lack of ability would ha~e different affective reac-
tion from those who attribute failure to lack of effort.· This is 
because ability and effort are different in the stability dimen-
sion with ability being relatively stable and effort being rela-
tively unstable. The causal dimensional classific~tion of some 
common specific causes are shown in Table 1. 
Table 1 
Dimensional Placement of The Causal Attribution Conditions 
Stable 
Internal attributions 
Controllable Stable effort 
Uncontrollable Ability 
External attributions 
Controllable Others' stable 
effort 








Stability dimension has dominant effects on expectancy 
change and persistence of goal-oriented behavior. Stable causal 
factor produces greater increments in expectancy after success 
and conversely produces greater decrements in expectancy after 
failure (Weiner, 1979). Attribution of failure to low ability 
would have the negative consequence that the ~xpectancy decreases 
very rapidly. Besides the expectancy change, this dimension also 
affects the persistence 6f the goal-oriented behavior after 
failure. For instance in situations where individuals strive 
hard but still fail to complete the task, the activities they 
perform cannot facilitate the positive outcomes of success, 
individuals who attribute this failure to lack of ability would 
expect that similar activities in future would have large oppor-
tunity to fail again and this would cause the extinction of 
persistence (Resi et al., 1973). Attributing failure to low 
ability would result in giving up and the cessation of goal-
oriented behavior (Weiner, 1979). 
There is' a linkage between causal stability and emo-
tions. Stable and internal attribution of failure such as low 
ability would lead to the emotion of depression, apathy and 
resignation (Weiner et al.; 1978). This attributional approach 
integrates the cognition with consequent affect and mediate the 
achievement behavior. 
Attributional approach also has its weaknesses. First, 
this approach implicitly uses the differentiated conception of 
ability arid assumes that ability is a fixed trait that cannot be 
increased through exerting effort. However, it was shown that 
11 
the meaning of ability and effort are not fixed and may vary from 
person to person.(Nicholls, 1984). Second, the result emotion 
becomes more complex than what was just described above. ~ndi-
viduals with differerit conception of ability and effort would 
induce different emotion when facing normative difficult achieve-
ment tasks. Individuals with differentiated concepti~n tend td 
show low effort as a means to avoid the embarrassment of being 
diagnosed of low ability. But this low effort induces a sense .of 
guilt in- these individuals. Conversely, the individuals with 
less differentiated conception perceive high effort as the indi-
cation of high competence. High effort to attack the task would 
minimize both embarrassment and guilt (Nicholls, 1984). 
Past theories of achievement mot~vation showea a trend 
of changing from consid~ration of ~ffective factors to the inte-
gration of cognitive and affective factors as to give a more 
complete picture. But the developed approach still has limita-
tion and cannot form a self-contained model, especially it cannot 




~~/' Achievement goals are integrative models which combine 
/ 
the effect of cognitive, affective and value-related variables 
that guide individu~ls' choice in' pursuing different goals in 
achievement situations. There are two ' goals called performance 
goals and learning . goals. 
Performance goals aim at obtaining favorable judgment 
!2 
and avoiding unfavorable judgments of one's ability. Learning 
goals aim at increasing one's ability, to master something new, 
1983) 
(Dweck & Elliott, ~/ 
. / ,{ 
./ ' // 
to seek to acquire new knowledge or skill. 
Individuals' goal-adoption are determined by the fac-
tors such as their cognitive sets, existing . affective states, 
values attached to different goals and the goals .expectancy . . 
Different individuals enter into an ~chievement situation with 
some different predetermined cognitive sets such as the beli~fs, 
theories and hypothesesl.;::~aced wi th the achievement task, some 
individuals \'V'ould ask the question: "What will I learn?'! (Ni-
chol;Ls, 1979) .and this will orient these individuals into the 
process of learning and inquiries. Errors and confusion would be 
viewed as a natural, challenging and valued part in the process. 
There is no debilitation in performance over a series of failure 
trials. Their objective is to maximize the learning at the risk 
of advertising their present lack of ability. Conversely, some 
other individuals would ask another question: "Will I look 
smart?" (Nicholls, 1979). This will orient them to find the 
right answer as rapidly as ~ossible in order to show off their 
ability. This would sacrifice the learning opportunity for they 
do not concentrate on the learning process but try to maximize 
the competence judgments from others. They will avoid performing 
the task if they cannot perform it rapidly enough to show that 
they are smart. Errors and confusion would be regarded as a 
threat, a threat to look smart, a threat to show that they are 
no~ competent .( Papert, 1980). This period of uncertainty has 
threatening effect that· these individuals would withdraw their 
01" 
13 ..-'.~:<~ . 
,~ , 
effort. This would sacrifice their learning opportunity. They" 
are attributers for abili~y and would show marked debilitation 
after failure since this signifies their low ability. It can be 
generalized that there are three possible outcomes: success 
(attainment of the goals), failure (nonattainment of the goals 
despite pursuit) and non~success (nonattainment of the goals 
through nonpursuit"). These outcomes are differentially valued by 
different individuals. The achievement goals with high goal 
value and high expectancy of yielding the goals would be adopted 
by individuals (Dweck & Elliott, 1983) ~ 
/ " / 
/ / Individuals choose courses of action that make them 
feel better in the long run. Their cognitive sets bias the 
activities and outcomes that would take place in the achiev~ment 
tasks. Individuals experience different affective reactions at 
each stage, dread or excitement in task initiation; boredom or 
enjoyment of task activities; sh~me or pride in outcomes (Dweck & 
Elliott, 1983). // / / 
Situational cues also influence the choice of achieve-
ment goals. Sometimes individuals may have a chance to choose 
the achievement goals. In such situations they need to compare 
the goals, the goals of obtaining a favorable competence judgment 
against the goals of increasing competence. Researches showed 
that their choices may be manipulated by some variables: competi-
tive -structure versus individualistic struqture (Ames, 1984b); 
private versus public p~rformance (Carver & Scheier, 1978); 
, relaxed situation versus test situation (Entin & Raynar, 1973); 




Once the a6hiev~ment goals are adopted, the performance 
pattern according to this achievement goals would follow. 
Achievement goals models provide a general yet precise under-
standing of the specific mediator 'in motivational pattern within 
a broader context. Individuals with different achievement goals 
would create a different fram~work ·for interpreting the informa-
tion and reacting to the events that occur. Performance goals 
individuals are concerned about the measuring of ability, whether 
it is adequate or not, and so would easily create a vulnerability 
to form helplessness pattern if faced with failure. Learning 
goals individuals are concerned about the best way to increase 
the ability, and would adapt the mastery-oriented pattern. These 
two achievement goals would induce two patterns of cognition, 
affect and behavior (Diener & Dweck, 1980). 
Individuals of these two groups would employ different 
cognitive analysis to formulate the task, to evaluate the skills 
required and to plan strategies to fulfill their goals (Dweck & 
Elliott, 1983). Fac.ing an. easy task, performance-goals-individu-
als and learning-goals-individuals have no difference in effec-
tive problem-solving strategies. When faced with an obstacle, 
cognitive factors would lead them into different patterns. 
Learning-goals-individuals treat obstacle as challenging (Holt, 
1964) and use this opportunity to maximize their learning, They 
focus on the learning process rather than on the result (Bruner, 
1965). Unsolved problem would not be regarded as a failure but a 
15 
challenge that could be mastered through more effort. They would 
more likely to be engaged in the achievement-related process such 
as self-instruction and self-monitoring (Diener & Dweck, 1978). 
They instrtict themselves to exert effort, to monitor their level 
of effort, to monitor . the effectiveness of the problem~solving 
strategies. Conversely, performance-goals-individuals treat 
obstacle as threatening (Holt, 1964). They like to take the 
opportunity to look smart. I f they cannot sol ve -the pro bl em 
rapid enough, they ~ould switch to minimize the effort in order 
to avoid the diagnosis of incompetence (Covington et al., 1980). 
Unsolved problem wo~ld be regarded as a failure, an indicative of 
low ability, an insurmountable obstacle since they have no belief 
in the utility-of effort (Diener & Dweck, 1978). They tend to 
withdraw from using more effort because it further demonstrates 
their low ability (Nicholls, 1984). They are concerned about the 
possible negative outcomes, interpret them and predict the reac-
tion if they really occur. This worry · about the failure would 
direct their attention from completing the task and cannot main-
tain effective probl~m-sol~ing strategies (Wine, 1982). Since 
most achievement goals have some difficulties, deter from con-
fronting the obstacles wou~d ultimately limit the attainments of 
these individuals (Dweck & Leggett, 1988). 
Individuals wi~h learning goals look at the long term 
dev~lopment of their competence and would not be interfered by 
the immediate judgment. Individuals with performance goals look 
at the immediate . judgment and the standard set is normative and 
rigid (Dweck & Elliott, 1983). Learning-goals-individuals want 
to increase competence and to seek the accurate information of 
16 
thelr own present ability (Janoff-Bulman & Brickman, 1981). This 
would help them to set a proper standard which is flexible, 
realistic and personal (Ames, Ames & Felker, 1977; Bandura & 
Schunk, 1981). They generate the productive efforts and accept 
the partial attainment of the task as valuable. This enjoyment 
of the challenge and engagement in the difficulty would maximize 
attainment in a ' long run since most achievement tasks should have 
some difficultie~ that individuals have to take risk to solve 
them (Dweck & Leggett, 1988). Their expectancy of success de-
pends on how much effort they have exerted . . Performance-goals-
individuals would concentrate on flattering information of their 
ability. .They ~vant to reach an· absolute standard to gain others' 
positive judgment, otherwise it means they are failures. Their 
expectancy of success depends on the self-assessment of compe-
tence. They have a tendency to focus on negative information 
when estimating their competence. This leads to rapid decline in 
expectancy when faced with an obstacle and would easily be inter-
fered(Diener & Dweck, 1980). 
Performance-goals-individuals tend to attribute the 
outcomes to their ability while learning goals individuals likely 
attri,bute the outcomes to their effort. Performance-goals-indi-
viduals tend to concentrate on the negative outcomes and at-
tribute these as low ~bility (Diener & Dweck~ 1978). This inter-
nal locus of attribution arouse the affects related to self- · 
esteem (Weiner, 1979) such as sense of non-competence, anxiety or 
even depression when face an obstacle 'which is difficult to solve 
(Seligman et al., 1979; Wine, 1971). These affects lead them to 
have defensive withdrawal from using more effort, redefine the 
17 
achievement tasks into an easier one in which failure is unlikely 
or into a very d~fficult one in which failure is not so discrimi-
nating (Atkinson & Feather, 1966), devalue the task or show 
boredom towards it (Tesser & Campbell, 1983).' Learning~goals-
individuals tend ' to concentrate on the progress and " value the 
skills that learned highly. The achievement activity has great 
intrinsic ,value". They process the task with pleasure and pride 
provided t~at high effort is being employed (Deci & Ryan, 1980). 
These affects wculd positively reinforce the goal-oriented behav-
ior. 
Individuals with different achievement goals create 
different behavior patterns, helplessness or mastery-oriented 
responses. When perfo~mance-goals-lndividuals have high confi-
_dence of the ability level, they will make a mastery-oriented 
response with effective problem solving. They choose moderate 
n 
difficult task to display their competence but still avoid chal-
lenge at the cost of sacrificing learning. If they have low 
confidence in the ability level, they will make a helplessness 
response with deterioration in problem solving. They choose easy 
tasks to avoid display of in?ompetence again at the cost of 
sacrificing learning in order to minimize the po~sible negative 
outcomes and the accompanied negative affects. Learning-goals-
individuals will have mastery-oriented responses with effective 
problem solving irrespective of their perceived ability. They 
choose .moderaie difficult task to maximize the learning opportu-
nity and experience the accompanied positive cognition and affect 
even at the risk of displaying mistakes (Elliott & Dweck, 1988). 
B. Theories of 'Intelligence 
Implicit versus Explicit Theori~s 
I 
Implicit theories of intelligence are constructions 
'that reside in peop~e's minds. Explicit theories concerning 
intelligence are constructions based on psychometric data col-
lected from people performing tasks presumed to measure in~ellec-
tual functioning (Weinberg, 1989). 
Implicit theories of intelligence are important because 
p~ople, including psychologists, always assess others' intellec-
tual skills in the daily lif~ (Sternberg et al., 1981). Assess-
ments of others'l intelligence is based on some imaginary intelli-
gent person whether a person deserves to be called tintelligent' 
depends on that person's overall similarity to an imagined proto-
type (Neisser, 1979). These assessments are very common and 
people believe the accuracy of these informal assessments. But 
comparatively very limited effort has been put into this area of 
research about the implicit theories of intelligence. 
Most researches are devoted to the explicit theories of 
intelligence. Psychometric data are collected from people per-
forming a specific task which is aimed at measuring the intelli-
gent functioning. They are important to serve as the basis for 
systematical and rational assessments. In these theories, the 
psychologists can be divided into two ~ain groups, tlumpers' and 
tsplitters' (Mayr, 1982). Lumpers tend to define intelligence as 
a general, unified capacity for acquiring knowledge and problem 
solving skills. Intelligence Quotient (IQ) is the reflection of 
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this idea that a single index can represent a person's intelli-
gent competenge. This index can reflect person's performance on 
a variety of intellectual tasks (Weinberg, 1989). Conversely the 
splitter~ believe th~ intelligence consists of many independent 
parts of mental abilities. : They reject using a single index in 
such an exclusive environment. Although IQ has good 'predictive 
power in academic achievement, it cannot reflect other human 
functioning such as aptitude, emotional affects and social adap-
tation (Anastasi, 1988). One single index cannot clearly de-
scribe the quality and character of human functioning since ' it 
depends on a number of independent intellectual skills. Srime 
psychologists believe other 'indexes which take into consideration 
J the factors of adaptive, motiv~tion~l and emotional attributes 
should be used instead (Scarr, 1981; Zigler & Trickett, 1978). 
Although these psychologists argued whether there is a single 
index to represent a person's intelligent competence, they agreed 
intelligence could 'be measured by the psychometric data obtained 
from some well-set questionnaire (Weinberg, 1989). 
Prototype of Intelligence 
Implicit theories of intelligence should deserve more 
researches because people frequently assess others' intelligence 
and trust their intuitive implicit theories (Sternberg et al., 
1981). Research methods related to implicit theories include 
collecting people's description of an intelligent person (Neiss-
er, 1919), rating the behavior which describes the characteris-
tics of an intelligent person (Sternberg et al., 1981), rating 
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the relevance of traditional intelligence test items to measuring 
intelligence (Chen et al., 1982). 
,~~ -Research findings suggest that people's theories of 
y ~ntelligenCe consist of very similar component • . Th~se component 
skills affect human intellectual , functioning. Research performed 
by Sternberg reviewed that experts and laypersons had very simi-
lar theorie~ of intelligence. The main factors include practical 
. problem-solving ability, verbal ability and social competence 
(Sternberg et al., 1981). Research performed by Chen & Chen 
asked students to rate the items of the intelligence test in 
terms of their relevance to measure intelligence. This rating 
~eflects the students' theories of intelligence. Two main fac-
tors include non-verbal reasoni~g skills and verbal reasoning 
skills, three minor factors include social skill, numeral skill 
and retrieval skill (Chen & Chen, 1988). These results are 
closely related to the notion of fluid and crystallized intelli-
gence (Cattell,1971; Horn, 1968), where fluid ability consists 
of various problem-solving skills and crystallized ability con-
sists of various verbal skills. Similarity of theories of intel~ 
ligence not only hold for different people but also hold for 
different cultures. Chinese students and Australian students 
were consistent in interpreting the relative importance of the 
intelligence test items (Chen et al., 1982). This similarity is 
also found in different schooling system, Chinese-school graduate 
students and English-school graduate students (Chen& Chen, 
1988). 
?J 
Developmental Change in Concept of Intelligence 
Kindergarten children have less differentiated concept 
of ability. Intellectual competence is just like the skills that 
might be increased through practice and effort (Dweck & Bempec-
. chat, 1983). They rate their competence high (Stipek & Tannatt, 
1984) and choose the task to challenge their current skills 
provided that the external evaluation was not emphasized (Stip~k, 
1988). They could not distinguish between academic' and social 
competence (Stipek & Tannatt, 1984). Failure does not debilitate 
their performance and they would use more effort in order to get 
the target result (Miller, 1985). There is a general decline in 
the self-rated competence for the children- 'in upper elementary 
school level (Benenson & Dweck, 1986). This decline in perceived 
competence may be caused by general changes in cognitive process-
ing and educational environment (Stipek et al.~ 1989). 
Kindergarten children have intraindividual comparison 
over time. They presume mastery of a task . as evidence of their 
competence but do not accept non-mastery as evidence of incompe-
tence. Failure would not dampen their competence ' judgment and 
future expectations (Stipek, 1984). They are responsive to 
social feedback at the face value rather than the actual objec-
tive feedback (Spear & Armstrong, 1978). They find that effort 
always positively correlated with intelligent competence. They 
regard effort as an indictor of competence (Nicholls & Miller, 
198~). They have intraindividual comparison over time and seek 
improvement as evidence of competence but do not regard lack of 
improvement as low competence. They do not 'have debilitating 
effect after failure (Stipek, 1984). 
Childr~n at upper elementary level have different 
concept from that of kindergarten children. Besides intraindi-
vidual comparison, they also have inte~individual comparison with 
their ·schoolmates. They always use this group normative compari-
son to judge their own's intellectual ability (Aboud, 1985). 
They presume mastery as . evidence of high competence but also 
regard non-mastery as evidence of low competence (Stipek & Mac 
Iver, 1989). They tend to accept objective feedback as an indi-
cator of their competence rather than to accept the social feed-
back. Praise on an easy task for these children ' does not neces-
sarily · indicate high competence and vice versa. They can process 
the meaning of feedback" together with the difficulty level of the 
task (Mey~r et al., 1979). Intraindividual comparison would be 
interpreted in a different way from that of young children. 
Improvement is still regarded as evidence of competence but 
nonimprovement would be treated as a symptom of low competence 
(Stipek & Mac Iver, 1989). ' Developmental change brings children 
from intraindividual comparison to social norm comparison. 
Repeated interindividuals comparison leads them to have the 
concept that intelligence is a fixed trait (Nicholls & Miller, 
1984). They may recognize a reciprocal relationship between 
effort and intelligence (Nicholls, 1978). Once this reciprocal 
relationship is developed, debilitating effect after failure 
would follow (Miller, 1985). 
Developmental changes in children can be further ex-
plained in terms of the changes in children's environment. Among 
the kindergarten children, individual differences are notempha-
sized and most evaluative feedback from teachers are positive. 
Task performed by them would be regarded as satisfactory provided 
they have exerted a certain level of effort (Blumenfeld et al., 
1983). - Individualiz~tion -in feedback and the ' usual accept of 
products completed by these kindergarten children enhance posi-
tive self-perception. They have high perception of their intel-
lectual competence · and · self-assessment and do not emphasize 
social comparison. When these children get older, ~he amount of 
positive' reinforcement given from teachers decline (Pintrich &. 
Blumenfeld, 1~_85). Teachers would tend to use whole class in-
structions (Brophy & Evertson, 1978), children have to complete 
the same assignments, read the same book and sit in the same 
test. Evaluatiun of children's performance changes from individ-
ual assessment to group comparison (Blumenfeld et al., 1983). 
These would foster interindividual social comparison. 
Incremental Theories versus Entitv Theories 
Younger children have (positive rule' that intellectual 
competence can be increased through practice and effort (Dweck & 
Bempechat, 1983). When they get older and have repeated social 
comparisons with other children, they may have the concept of 
(inverse rule' that intelligent competence is a stable trait 
(Hall inan & Sorenson, 1983). Junior high school students, unde-r-
stand these two kinds of rules (Dweck & Leggett, 1988; Stipek & 
Mac Iver, 1989). 
"Entity" and "incremental" theories of intelligence 
induced from the above mentioned two kinds of rules. A person 
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with "entity" theories regards intelligence as in-born, fixed 
·trai t, uncontroll'able and global. Intelligence cannot be in-
creased through practice ,or effort and its effect is enormous 
that probability of success in performing everything depends on 
it to a great extent. Individual's intelligence would be dis-
played when . performing a task. Exertion of more effort in com-
-pleting the same task is an evidence of low intelligence. An 
ipdivirlual's intelligence can be judged from whether the perform-
ance is adequate or inadequate (Dweck & Elliott, 1983). Person 
with "incremental" theories regard intelligence as malleable, 
increasable and controllable. Intelligence consists of many 
different parts of skills that can be improved through practice. 
More exertion of effort would increase the intellectual compe-
tence of a person (Dweck &. Elliott, 1983). 
"Entity" versus "incremental" theories are not only 
confined in the domain 6f intelligence but also can be general-
ized to other fields such as social domain' and morali ty domain 
(Dweck &. Legget t, 1988). A person wi th tl enti ty" theories of 
social competence assumes the personality attributes are fixed 
and cannot be improved. A person of social incompetence always 
remain social incompetent. A person with "incremental" theories 
of social competence assumes the personality attributes can be 
improved. Person of social incompetence may improve through 
practice to become socially competent (Goetz & Dweck, 1984). The 
similar concept extends to morality, a person with "entity" theo-
ries of morality believes the goodhess or the moral character is 
fixed and . cannot be improved. A person with "incremental" theo-
ries believes the goodness and moral quality can be improved 
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(Dweck & Leggett,1988l. 
"Enti ty" versus "incremental" theories may be ex·tended 
outside ourselves to other people, other things or the world in 
general (Lerner, 1980). ·"Enti ty" . theorists assume that. very 
little can be done to alter the matters. such as people, things 
and the world in general. It Incremen.tal " theorists conversely 
assert that the desirable outcome on matters can be cultiv~ted. 
People can become more competent, things can become more beauti-
ful and the world as a whole can become more just. These two 
theories induce two contrast philosophies that whether the world 
composes a system of static objects or dynamics and processing 
objects. Thinking in terms of relatively static attributes 
against thinking in terms of dynamic ones are two different ways 
to conceptualize a series ' of attributes. These include the 
self~attributes such as · intelligence, social competence, morality 
and also the outside attributes such as other people, things, and 
the world in general (Dweck & Leggett, 1988). 
C. Bsliefs and Values 
Beliefs and Belief Systems. 
Belief may describe the object as · true or false; cor-
rect or incorrect; evaluate it as good or bad, recommend certain 
state of existence as desirable or undesirable~ itA 'belief is · any 
expectancy concerning existence, eval~ation, prescription-pro-
scription, or cause " (Rokeach, 1984,p.27). Beliefs cannot be 
'observed but can be inf~rred from the things the believer says or 
does. Psychologist proposed there are five classes of beliefs, 
namely primitive beliefs with consensus, primitive beliefs with-
out consensus, authority beliefs, derived beliefs, and inconse-
quenti~l beliefs (Rokeach, 1968). 
Primitive beliefs with consensus are beliefs learned 
from direct encounter with the object of belief and reinforced by 
reference persons. These 'beliefs are incontrovertible ,since they 
rarely ~xperienced o~jection from others. They may be regarded 
as the cbasic truths' and have Ctaken-for~granted' character 
about the physical reality, social reality and the nature of 
self. Another class is the primitive beliefs without consensus. 
These are beliefs learned from direct encounter with the object 
~f belief but not shared with other persons and so have no refer-
ence persons . who can controvert such a belief. 
Authority beliefs are developed from the learning 
experience within the context in which the believer has direct 
interaction with the authority reference person. The source of 
reference persons include: parents, classmates, peer groups, 
religious groups etc. These authority beliefs are controvertible 
since the believer would find that some reference persons do 
share the same beliefs as ~hey do while some others do not. 
Derived beliefs refer to the acceptance of some beliefs derived 
from the authorities that the believer identifies with. These 
beliefs dev~loped through the process of identification rather 
than the direct encounter with the belief itself. Inconsequen-
tial - belief~ are the beliefs concerned with the matter of taste. 
"Inconsequential" means these beliefs have not much connections 
with other beliefs. Any change of them would induce no implica-
tion, no consequence, no consistency-restoring reorganization of 
other beliefs (Rokeach, 1968). 
Belief system represents the complete system of a 
person~s beliefs about the physical reality, social reality and 
the self. It is an organization of beliefs varying in depth 
along a central-peripheral dimension. The more central a belief, 
the more i~portant it is,the more it ~s functionally connected 
with other beliefs and the more it will resist change. If this 
central belief changed, widespread reorganization activities take 
place in the rest of the belief system (Rokeach, 1968). ,Methods 
used to measure the importance of belief include the rating of 
several beliefs (Rosenberg, 1960) or paired comparison of several 
beliefs (Rokeach & Rothman, 1965). 
Primitive beliefs are the most central beliefs that 
have more functional connections with other beliefs. Any viola-
tion of these primitive beliefs would lead to a major reorganiza-
tion of other beliefs in the context of belief system (Rokeach, 
1968). Nonprimitive be~iefs and inconsequential beliefs are the 
peripheral beliefs thathav'e fewer functional connections and 
hence fewer consequences for the violation of these beliefs. 
Attitudes 
Attitude is a relatively enduring organization of 
several beliefs around an object or situation predisposing one.to 
respond in some preferential manner. 'It is a package of several 
beliefs consisting of interconnected assertions to the effect 
that certain consequences about a specific object or situations 
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are desirable or not (Rokeach, 1968). 
Attitude may be focused on either the object or the 
situation, that is attitude-toward-object or attitude-toward-
,situation. Whenever an attitude-toward-object is activated, its 
degree of expression would vary as the situation varies since the 
attitude-toward-situation may faciilitate or inhibit the 
attitud~-toward-object, or vice versa. A person's behavior is 
always a function of these two types of attitudes. The relative 
importance of these two attitudes would depend on their relative 
positions in one's belief system; Beliefs are arranged along a 
central-peripheral dimension of importance. If the attitude-
toward-object is more central in the system, the more important 
it is perceived and the more will the behavioral outcome be J , ' 
dominated by this attitude-toward-object. Conversely it is also 
true for the attitude-toward-situation (Rokeach, 1973). 
Values 
Value is an enduring belief that a specific ~ode of 
conduct or end-state of existence is preferable to others across 
different objects and situations. Some psychologists said value 
is not only a belief about the preferable but also a preference 
for the preferable (Lovejoy, 1950). It becomes a standard for 
guiding actions, for developing attitude towards different ob-
jects or attitude, for judging others' attitude (Kluckhohn, 
1951). 
Values are organized into hierarchies, instrumental 
values and terminal values (Rokeach, 1968). Instrumental value 
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is an enduring belief which believes certain mode of conduction 
1S preferable in all situations. Terminal value is an enduring 
belief which believes certain end-state of existence is worth 
enough to strive for. 
Values and attitudes are functionally connected to form 
a value-attitude system. A person strives for consistence within 
every value subsystem and attitude subsystem. There are some 
reasons to induce inconsistence in this value-attitude system. 
Ongoing changes of societal demands cause the change in individu-
al needs and values. A person exposes to new information that is 
_inconsistent to his present value-attitude system would cause 
changes 'in ' values (Rokeach, 1984). 
Beliefs, attitudes, and values are all organized to-
gether to form a functionally integrated cognitive system. 
Change in any part of this system induces changes in other parts 
and eventually induces the behavioral change (Rokeach, 1968). 
D. Relationships among Variables 
Achievement Goals and Theories of Intelligence 
.-
._/ .... ",..,.. ~ ."~.,., ,.r ... '· 
~/:::::/'P-"."-· Dweck (1986) pointed out that children's cogni ti ve sets 
affect the adoption of achievement goals. As suggested by her, 
theory of intelligence is a spec·ial kind of cogni ti ve sets that 
appears' to predict the choice of achievement goals. Individuals 
with entity theory will adopt 'performance goal while individuals 
with incremental theory will adopt learning goal as sho~n in // 
Table 2. /~: 
Table 2 
Theories of Intelligence and Achievement Goals 
Theory of Intelligence Goal Orientation 
Entity theory ------------) Performance goal 
.Incremental theory ------------) Learning goal 
However, a recent study {Nicholls, 1992} has under-
scored the importance of distinguishing the effect of ability and 
effort in immediate performance and in long term malleability of 
intelligence. It is noted that effect of effort on immediate 
performance is limited by a person's current ability. But it is 
erroneous to induce entity theory of intelligence from this 
differentiated concept of ability since this entity theory should 
focus on the long term malleability of intelligence. That is to 
say, a person who exerts high effort to get the same performance 
will be inferred to be less intelligent is a notion to judge this 
person's current ability. However, this notion is not equivalent 
to accept the unchangeability of intelligence, especially in a 
long. term point ' of view. 
To see if intelligence is a fixed trait,. according to 
entity theory, researchers need to retest subjects about the long 
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term and cross-situational malleability of intelligence. In 
light of the above argument, past research (Dweck, 1986) confuses 
the concepts which relate t6 the constraint on immediate perform-
ance and constraint rin long term growth of intelligence. 
On the other hand, it is also debatable whether theory 
of intelligence contains only one dimension, entity versus incre-
mental concept "as desc~ibed by Dweck (1986). Recent study (Hau 
et al., 1990) showed a clear factorial separation of malleability 
and universality items. 
In the present study, the theory of intellige~ce is 
confined to implicit point of view and long term intellectual 
malleability. Two dimensions, namely malleability and universal-
ity will be included. Subjects who have the implicit view of 
malleability of intelligence will likely adopt learning goals. 
Universality is another dimension that subjects who have this . 
implicit view will likely to adopt performance goal. 
Achievement Goals and Vaiues 
Individuals' values give overriding principles that 
could affect their cognitive process and decision making behav-
ior. Individuals' decisions are reflective of particular pattern 
of values (Ravlin & Meglino, 1987). Values are conscious and 
guide individuals to make a choice from several goals in a order 
with different values (McClelland, 198~). Besides, Biernat 
(1989) found similar result that values are important for deter-
. mining what individuals cognitively decide should be done. As a 
whole, values refer to individuals' perception of importance of a 
given set of modes of behaviors and end-state of existence would 
in turn affect their choice and decision making behaviors. 
However, _ it hAven't point out which dimension of values is re-
sponsible to this de~isionmaking behavior. Bond .(1988) reported 
that Rokeach Value Survey, · the most popular instrument in values, 
has four dimensions namely competence, social reliability, per-
.sonal ~oraLity, and political Harmony while Chinese Value Surv~y 
has two dimensions namely social integration, and reputation. 
Recent research (Lau, 1988) found significant sex 
difference in the perceived relative importance of different 
values items. Male subjects gave greater imp~rtance to item~ 
such as ca sense of accomplishment', (capable', and (intellectu-
al' than that of female subjects. These items belong to the 
dimension of competence ~n RVS. There is also evidence that 
different sexes display different motivational pattern (Dweck, 
1986). Consequently, it is of great interest to find out whether 
this dimension, competence, would affect the choice of achieve-
ment g6als or not. 
Rokeach - (1973} pointed out that value is an enduring 
belief ' that a specific mode of conducts or end-state of existence 
is preferable. Besides, D~eckand Elliott (1983) pointed out 
that belief is one of the cognitive factors affecting the adop~ 
tion of achievement goals. More specifically, a recent rese~rch 
(Nicholls et al., 1989) pointed out that students with different 
goal orientations tend to associate with different beliefs about 
the causes of success as shown in Table 3. 
Table 3 
Orientations and Beliefs about the Causes of Success 
Beliefs about Causes of Success Goal Orientation 
Collaboration and effort ------------ Task Orientation 
Competitiveness 
----------------- Ego Orientation 
The beliefs relate to Learning goal belong to the 
dimension of social integration in CYSt It should be noted that 
the task orientation described by Nicholls is similar to learning 
goal described by Dweck, and ego orientation is similar to per-
formance goal. 
Furthermore, Nicholls (1992) also pointed out that 
students with different goal orientations tend to associate with 
different beliefs about the . purposes of education as shown in 
Table 4. 
Table 4 
Orientations and Beliefs about the Purposes of Education 
Beliefs · about Purposes of Education Goal Orien"tation 
Enhance wealth and SES ------------- Ego Orientation 
Socially useful work 
& --------------- Task Orientation 
Understand the world 
In postmodern perspectives on scientific thoughts, laws 
and principles not only have to be accurate and truthful but also 
need to satisfy the societal demand and individual needs. This 
is the logic of the intentional approach to thought and action 
(Nicholls, 1984). Individual needs should be coincident with the 
societal demand. For instance, societal demand for competence, · 
as interpreted by an individual, would drive the individual to 
internalize this demand through socialization. Values is a 
social language to transfer a societal dem~nd to become an indi-
vidual need (Rokeach, 1984). That is why some psychologists said 
.) 
that values have a long term effect on individuals' achievement 




A. Definition of Variables 
• 
Achievement Goals 
Achievement goal is students' orientation to success. It 
-
reflects students' perception of th~ aims and definition of 
success. These goals appear to fall into two types: (a) learning 
goals, in which individuals seek to increase their competence, 
and (b) performance goals, in which individuals seek tog~in 
favorable judgment of their competence or avoid negative judgment 
of their competence. In this study, this variable will be meas-
ured by a 28-item questionnaire adapted from a questionnaire by 
Ames and Archer (1988). Two scores, namely - learning goals and 
performance goals will be obtained by aggregating the correspond-
ing items in the scale. 
Theories of Intelligence 
Theories of intelligence refer to students' perception 
of the malleability and universality of intelligence. Two types 
of theories as described by Dweck (1986) are used, which are 
namely, (a) entity theory of intelligence, students regard intel-
ligence competence as a stable, global trait, and (b) incremental 
theory of intelligence, students regard intelligence competence 
as a repertoire of skills that can be refined through effort. In 
this study, this variable will be measured by a self constructed 
9-item questionnaire. Two dimensions, namely mall~ability and 
, " 
universality will be included. 
Values 
Values refer to students' perception of the importance 
of a given set of modes of be ha vi or and end-states of existenc~ . 
. Individuals' values give overriding principles that could affect 
their aff~ct, task choice, attitudes, ,and decision making behav-
ior. It prescribes guidelines for desirable actions. In this 
study,_ this variabl~ will "be measured by 49 items gathered from 
two published instruments, Rokeach Value Survey and Chinese Value 
Survey. Three dimensions, namely social integration, reputation 
,and competency will be included. 
Theoretical Framework 
The model formulated by Dweck (1986) proposed that the 
th~ory of intelligenge ca~ pred~ct individu~ls' choice of 
achievement goals. The present study use implicit views of 
malleability and universality of intelligence to predict individ-
uals' choice. Also, the present study introdu~es value as a new 
variable to predict individuals' choice. "The present study also 
tries to find out the respective predictive power of different 
dimensions of these two predictor variables, theory of intelli-
gence and values. 
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Table 5 
Relationships among variables 
Theories of Intelligetice: 
Malleability 
Universality Achievement Goals 
Learning Goal 
Values Performance Goal 
Competency 
Social Integration 
Reputation ' I 
Hypotheses 
Based qn the findings of the relevant studies reviewed 
above, it seems that there should be relations among students' 
achievement goal~, values and theories of intelligence. The fol-
lowing four hypotheses are tested: 
1. Students' adoption of learning goals are related to 
their implicit view of malleability of intelligence. 
2. Students' adoption of performance goals are related to . 
their implicit view of universality of intelligence. 
3. Students' adqption of learning goals are related to 
their social integration dimension of values. 
4. Students' adoption of performance goals are related to 
their competency dimension of values. 
B. Instrumentation 
Achievement Goals 
A questionnaire designed to assess students' perception 
of achievement goals in the classroo~ was developed by Ames and 
Archer (1988). A factor analysis on the total items yielded a 
two-factor solution, Learning Goals' arid Performance Goals. Coef-
ficient alpha for Learning Goals factor was .88 while it was .77 
for Performance Goals factor. This questionnaire was used in the 
present study with the modification that the percep~ion of class 
" atmosphere was changed to the perception of own goal. ,This ques-
tionnai~e " was composed of 28 items and subjects were asked to 
r~te each item on a 7-point scale from strongly agree (1), agree 
(3), disagree (5) to strongly disagree (7). Examples of items 
were "I ma.ke sure I understand the work"; "1 pay attention to 
whether I am improv ing"; "I wan t to try the ne~.., thing s"; I want 
to kno\v how others score on ass ignrnents"; "I feel bad when I do 
not do ' as w"ell as others". 
Values 
The Chines~ Value Survey (CVS) was developed by Bond 
from 1983 to 1985. Its universality has been validated by admin-
is~ering this cvs to undergraduates in 22 cultures (Bond, 1988). 
Two reliable factors were obtained in the factor analysis. These 
two factors accounted for 13.8% of the variance. Similar analy-
sis had been done to the Rokeach value Survey (RVS) (Ng et al., 
1982). Four factors were obtained and accounted for 25.2% of the 
variance. _Rokeach Value Survey was a widely used instrument for 
measuring the personal values but it had the drawback of not 
sampling the whole range of important values (Braithwaite & Law, 
1985). These oversights ln part were due to RVS Western culture 
bias. Chinese Value ~ Survey was a complement to this Rokeach 
Value Survey (Bond, 1988). The questionnaire used in the present 
. study was basically the. CVS plus some items selected from the 
dimension of tcompetency' of RVS. This dimension related to the 
sense of accomplishment and risk-taking behavior. This question-
naire was composed of 49 items and subjects were asked to rate 
each item on 7-point scale ranging from totally not important (1} 
to extremely important (7). Examples of items were "Tolerance of 
others"; "Patience"; "Harmony wi th others"; "Trust~.yorthiness fI ; 
"Persistence"; "Protecting your face"; "Keeping oneself disinter-
ested and pure,fI; It A comfortable 1 i fe" and "Capable". 
Theories of Intelligence 
A questionnaire on theories of intelligence was de-
signed according to the researches done by Dweck and Elliott 
(1983). Some persons had enti ty theories of intelligence. - They 
regarded intelligence as a fixed and global trait that ·could be 
judged to be adequate or not. Some other persons had incremental 
theories of intelligence. They regarded intelligence as a reper-
toire of skills that could be increased through effort. This 
questionnaire was composed of 9 items and subjects were asked to 
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rate each item on a I-point scale ranging from strongly agree 
(1), agree (3), disagree (5) ~o strongly disagree (7). Examples 
were "Intellectual competence is in-born"; "One's intellectual 
competence is determined by his effort level"; "Intellectual 
competence can never be changed by exerting more effort"; "Person 
wi th high intellectual competence can do everything bet ter t ·han 
other" . . 
C. Sampling 
The sample cons·isted of ten classes Form One students. 
There were totally 400 students (195 males, and 205 females) . 
participated in the present study. Their -ages ranged from 11 to 
16 with an average of. 12.74. This level was chosen because 
children of this age group began to develop two kinds of theories 
of intelligence (Dweck & Leggett, 1988). Most of these students 
were living in government housing estates and came from middle 
socioeconomic class ' families. 
D. Procedure 
The three questionnaires with a covering page of in-
structions containing the measures of achievement goals, values 
and theories of intelligence was group administered to the sub~ 
jects participating in this study~ The subjects were instructed 
that there was no {correct' answer In each item and they should 
answer the questionnaire according to their own point of view. 
The whole questionnaire took approximately 40 minutes toadminis-
41 
ter. 
E. Data analysis 
Factor analysis was performed on each variable of 
achievements goals, values and theories of intelligence. Reli-
abilities of all the scal~s in each instrument were ·calculated. 
Bivariate correlation was used to examine the relationship be-
tween all the scales of these variables. Then a multiple regres~ 
sion analysis were als9 computed. The predictor variables were. 
scales obtained from the factor analysis of values, and theories 
of intelligence. The criterion variables w~re scales obtained in 




A. Theories of Intelligerice 
Correlation Matrix of the items 
Inte-rcorr"elatlons among all the i terns in theories of 
intelligence are reported in Table 6. For the sake of easy 
reference, the contents of the key issue in each item are 
summarized in the table (for "the full questionnaire, see~ Appendix 
B) • 
fable 6 
" Correlations along items of theories of intelli~ence 
1 Intelligence is inborn 
2 Intelligence can be increased 
3 " Intell igence cOles froll effort 
" " ~ Intelligence determined by effort 
Effort needed to maintain intelligence 
Effort cannot change intelligence 
Intelligent person outperform in everything 
Intelligence consists of many skills i 
Intelligent person does not have to ~ork hard 
I-tailed significant 














.25;~ I j6** .40** 
-.30H -.38** -.28U -.31** 
-.13* -.O~ .01 -.05 .30** 
.06 -.06 ·,00 ,05 ,09 .12 
-.13* -, H* -,19** -.32** .30** .29;; ,09 
Principal components analysis was used to reveal the 
structur~ of the items in the theories of intelligence scale. As 
the subscales might be correlated, oblique . rotation was adopted. 
Three factors were obtained with the eigenvalue greater than one 
criterion. These three factors accounted for 58% of the total 
variance. 
Table 7 
Factor Analysis of Theories of Intelli~ence 
Factor 
IteEs 
Malleability of Intelligence 
2. Intellectual cOlpetence can be increased as person gro~s 
3. Intellectual-colpetence comes frol paying effort 
4. One's intellectual cocretence is detereined by his effort level 
6. Intellectual corpetence can never be changed by exerting lore effort 
Universality of Intelligence 
7. Person with high intellectual cOlpetence can do everything better than -others 
g. Person with high intellectual competence can obtain good perfoclance result ~ithont paying effort 
Speciiicity of Intelligence 
I. Intellectual cOlpetence is in-born 
8, Intellectual cOfpetence consists of many independent pieces of skills 
Eigenvalue 
1 of variance 









2.74 1.36 1.07 
30.4 15.1 11.9 
As can been seen from Table 6, the items 2, 3, and 4 
were significantly and positively correlated with r values 
ranging from .34 to .61. This showed that students who believed 
that intelligence could be changed regard exerting effort as an 
important means to achieve high intelligence. On the other hand, 
item 6 was significantly and negatively correlated with all the 
above mentioned items with £ values ranging from ~.28 to -.30. 
This indicated that students ~egarding intelligence as a stable 
trait believed less in hard work. Item 7 was not significantly 
correlated with any item except item 9. Students who believed 
that intelligence was a global trait were also likely to regard 
intell'igence as a necessary and sufficient condition to guarantee 
future success. In other' words, they agreed that students with 
high intellectual competence would do everything better than 
others without exerting effort. 
As can be seen from Table 7, Factor 1 was loaded on 
' items on ~h~ther intelligence could be increased as person grew 
or when effort was exerted. All these items were strongly 
correlated as described above. This factor was thus labelled as 
Malleability of Intelligence. Factor 2 was loaded heavily dn two 
items which were " related to the universality and globularity of 
the effects of intelligence. In one item, it was asked whether 
intelligence was a global trait. In the other, students' opinion 
, on whether intelligence was a sufficient condition for success 
was assessed. This factor was thus labelled as Universality of 
Intelligence. The third factor, (Specificity of Intelligence' 
contained ite~s relat~d to whether intelligence consisted of 'many 
independent pieces of skills. 
The reliability coefficient of the subscales 
Malleability, universality, and specificity of Intelligence 
were .71, .45 and .12 respectively. The subscales Malleability 
of Intelligence ,and Universality of Intelligence, which were 
. predictors of Achievement Goals, were formed with acceptable high 
reliability coefficient. 
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In summary, theories of intelligence contained not only 
-one dimension but had a clear .factorial separation of 3 factors, 
namely, Malleability, universality, and specificity of 
Intelligence. This supported the argument that theories of 
intelligence were multidimensional. 
Correlations among subscales 
Table 8 
Correlation among Malleability, universality, and specificitv 
. 6f Intelligence 
1 Malleability of Intelligence 
2 · Universality of Intelligence 







It is worth to note that Malleability of Intelligence 
and Univ~rsality of Intelligence were negati~ely correlated 
Students who viewed that in~elligence could be changed 
would not perceive intelligence as a global trait which had 
tremendous effects on every achievement tasks. 
B. Values 
Correlation Mat~ix of the items 
Intercorrelations among all the items in values are 
shown in Table 9. For the sake of easy reference, the contents 
of . the key issue in each item are summarized in the table for 
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the full qu~stionnaire, see App~ndix B). 
Table 9 
Correlations along itels of values 
2 3 6 8 10 
1 Filial piety 
2 Industry .43** 
3 Tolerance of others .29** .29** 
! Harmony with others .21;* .28** .~5** 
5 HUllbleness .34U .31** .33** .38**-
6 Loyal ty .38** .28** .11 .24** .31** 
7 Observation of rites .36** .35** " .29** .32** .35** .39** 
Reciprocation .15i .23** .08 .11** .09 ~ 19** . '3~** 
9 Kihdness .~6** .36** .32** .41** .38** .37** .48** .29** 
10 Knowledge .20** .lO** .12* .11** .13* .13* .Ht; .19** .27** 
11 Solidarity with others .21** .21** ' ,18u .18U ,23** .26** .33** .21** .36** .20U 
12 Koderation .23;; .18** .23H .14* .2~** .17** · .24;; ,12* .25** .12* 
13 Self-cultivation .38;; .35** ,25;; . 35~* .33~t .26** . . 43;; ,23** .32** .27** 
1+ Ordering relationships .Ht; .Uu .23** .28** . . 39** .26** ,36** .22U .26** .19** 
15 Sense of righteonsness .21** .12* .21U .25** .37** .19** .25** .21H .38** .11 
16 Benevolent authority .12 .11** .11** .16* .19** .11** .20** .16* .16** .00 J 
17 Non-colpetitiveness .04 .10 .12* .08 .12 .12* ,19** ~ . 15~ .12* .06 
18 Personal steadiness .32** .23** .21** .37** . . 32** .30** .34** .19** ,41** .Ht 
19 Resistance to corruption .31** .33** .21** .31** .30U .2tU .38** .22** .33** .22** 
20 Patriotis. .32u .18** .H* .H* .21** ,3H* ,28';; .15* ,30u ,11 
21 Sincerity ,37** .28** .2~~* .26** ' .29** .31** .46** .15* .51 ** .21** 
22 Keeping oneself pure ' .11 .07 .09 ,07 .09 .15* .11 .02 ,21** .H* 
23 Thrift ·.29** .27** .21U .20** .21** .19H .22** .10 .24** .15* 
2t Persistence .29** .33*~ ,23;~ .23** .29** .25** .22** ,13* .29** .19** 
25 Patience .2:jn .34** .32;:: , 2~** .29;1 .23** ,27 t ; .05 .32*± .13* 
26 Repayment .. .05 ,03 0: • .J .01 -.03 -.02 -.04 .12* -,04 .10 
21 Cultural superiority .H** .12 .01 .16* .20** .29** ' .13* .13* .16** .H* 
28 Adaptability ' ,32** .20** . . 16** .19** .27;; .29** .22** .10 .H** .09 . 
29 Prudence ,29** .33** .17** ,18** .22** .31** ,30** .17** .28** .21** 
30 Trustworthiness ,37**~ .28** .2itI .Z8~* .31** .27;; .42** .21** .32:; .21** 
31 Sense of share .H** .28** ?,. •• ."O~~ ,27** .31 ** .26** ,34** ,18** ,37H .32** 
32 Courtesy ,l7i* .40** .30h .30** .42H .33** ,52** .24;; .52** ,3(** 
33 Contentedness with one's position .33** ' .31** .19~* .13* .38** .32** .38** .IH .37:; .19** 
34 Being conservative .07 .02 ,a! .O~ .01 .12* .15* .12* .08 .03 
35 Protecting the 'face! -.04 -.08 -.0+ .02 -,10 .04 .09 .10 .O~ .11 
36 Intimate friend .32** .23** .28*; .32u .27** .18** .Hu .15* .35** .23** 
31 Chastity of iOlen .33** .16** .29;; .36** .37** .30** .30** .09 .38** .07 
38 Few desires .18** ,02 .1Z .17** .18** .09 .18** .10 . .18** .06 
39 Respect for tradition .19** .10 .OS .20U .16** .21** .22** ,11 .12 .04 
40 Weal th -.06 -.06 -.02 -.05 -.07 -.08 -.Ot .07 -.10 .09 
~l Family security .21U .22** .21** .21** .22** .25** .25** .20** .22** .23** 
~2 Social Recognition .15* ,16** .10 .01 .07 .10 .11 .12* .H* .25** 
43 Capable 
.27** .24** ,13* .15* .23u .25** .24;; .16U .26** .33** 
H Courageous 
.23** .21** ,27i% .19** .23** .12* .26** .20** .26** .19** 
45 Helpful 
.35** . .26** .25t; .27** .38** .29** .40** .18** .46** .HU 
46 j llaginati ve ,10 , OS .11 ,07 ,03 .07 .02 ,09 .11 .11 
47 
H I nde~enden t 
48 Logical 
~9 Sense of Accoaplisnlent 
Correlations alon~ items of values 
11 Solidariti with others 
12 Moderation 
13 Self-cultilation 
It Ordering relationships 
1~ Sense of righteonsness 
16 BeneJolent authority 
17 Ron-colpetitlveness 
18 Personal steadiness 
19 Resistance to corrnption 
20 'Patriotisll 
21 Sincerity 









31 Sense of shale 
3.2 Courtesy 
33 Contentedness with one:s position 
34 Being conservative 
35 Protecting the 'face' 
36 Intil!te friend 
37 Chastity of women 
38 Few desires 
39 Respect for tradition 
40 Wealth 
41 Family security 




46 lIlaginati ve 
41 Independent 
48 Logical 
49 Sense of Accomplishmeni 
. 
Correiations aton~ items of values 
.09 .02 , .H* ,22** ,15* ,08 ,09 .09 .13* .08 
.33** .23** .24** .20** .27** .23** ,17** .16** .23** ,23** 
,23** .11** ,14* ,11 .03 ,20** ,09 ,05 ,20** ,18** 
11 12 13 ' 14 15 16 17 18 19 20 
.18** 
.21** .23** 
.24** .29** .51** 
.HH 
.20** ,19** ,25** 
.03 ,13* ,21** ,26** ,21** 
,Ht 
.30** ,21** .1S* ,07 ,16** 
.28** ,20** .33** ,29** .29** .16* .23** 
.20** .HU , ~O;; ,33** ,21 t; ,19H ,16** ,35** 
.28** ,27** ,33** .Ht; ,30u ,H* .11u ,HU ,19tt 
.3~** .23** ,32** .31** .26** ,11 ,19;; ,35** ,40** ,29** 
.11 ,15* ,13* .13* ,07 .27** ,11** ,22** ,13* .26** 
,23** .14* ,29** ,U** ,13* .20** .05 ,24** .33** ,uu 
.HU .11** ,26** .30** ,24** .21u .01 .2r** .28** .22** 
,18** .19** .26U .31** .27** .21** .05 ,30** .nu ,25** 
.01 .02 ,08 ,05 ,13* .11 .09 ,Of -.01 -,01 
.12* ,17** ,23H .26** .18** .17** ,13* .28** ,12; .25** 
.3~*; .21U ,31** .35** .21** .13* ,05 .25** .29** .Hu 
.20** .14* .33*; .30U ,25** .19** ,14* .36** ,37** .26** 
.24** ,2(** ,H** .39** .27** .18** ,11 ,28** .36** .28** 
.31 ** .18** ,37** ,33** .27** ,15* ,21** ,22** ,31** .25** 
.33:i:t .24** .48u .41** .25** .11 .14* ,29** .45** .34** 
.37** ,U*; ,Z3** ,39u ,21** .H* .10 ,25** ,33H .29** 
.08 . ,06 .12* ,16U ,11 .. 10 ,13* ,20** ,01 ,13* 
-.00 -.02 ,11 ,06 ,05 ,10 ,04 .10 .02 ,07 
,20** ,17U ,21** .30U .25** ,19** .16H ;25** .37** .14* 
,17** ,21H .34** .27** ,30** . . 16** .08 .29U ,32H .25** 
.18** ,30U ,13~ .20** .15* ,02 .23** .31** .15* ,21 ** . 
.12 ,18u ,27;; ,33** ,07 .19** .10 .17** ,11** ,30** 
-,12 . 
-.10 .03 -.04 -.03 .07 ,02 ,06 ,06 -,12 
,12 .13* .21** .21** .28** .12 ,01 .17** .16** ,22** 
.11 .06 ,09 ,09 .17** ,16** .00 .15* .12* .09 
.U** ,17** ,25** ,26U .29** ,18** ,06 .25** .32H .20** 
?Ut 
.",,,' . ,18;* .25** , ,26** .45** .16** .I8H ,29** ,29** .17** 
, 31 ** .37** .35** ,33** .H** .16** .25** .22tt .41*; ,26** 
,05 
-.01 ,01 .10 .22** ,16** .02 ,20U ,14* ,10 
.12 ,08 .15* ,18** ,20U .08 .06 
.21 ** ,20** ,09 
.23** .23** .28** .33** ,25** .19** ,07 .28** ,30** ,21U 
,01 -.06 .19** ,18** .19** .21 ** ,06 ,23** .08 ,22** 
21 22 23 H 25 26 27 28 29 30 
21 Sincerity 
22 Keeping oneself pure .18** 
23 Thriit .22** .27** 
U Persistence .32** .09 .49** 
25 Patience .26** .06 .31U .62** 
26 RepaYlent -.02 .09 -.03 -.01 -.13* 
27 Cultural superiority .12* .25** .12* .13* .10 .16** 
28 Adaptabili ty .19** .O~ .20** .27** .21U .11 .28** 
29 Prudence .35** .16** .3~** .40** .28** -.02 .17** .38** 
30 Trustworthiness .nn .07 .29** .36** .37** -.01 .18** .35** ,43n 
31 Sense of shale .37** .08 .20** .23** .24** ,13* ,17** ,30** .28** .35** 
32 Conrtesy .46** ,15* .35** .31** ,3U* -.02 ,14* .25** .Hit .46** 
33 Contentedness with one's position .38** .11 .21** .3~u .34** -.08 ,1H .28** .36** .40U 
3~ Being conservative .11 .13* .Hi .05 .02 .13* .06 .O{ .10 .12 
35 Protecting the !face' -.04 .15* -.03 -.06 -.15* .33** .13* . i5* .00 .02 
36 Intimate friend .36** .12 .20** .25** .19** .09 .21** .30** .21** .29** 
37 Chastity of wOlen .39** .11 .20** .22** .23** .08 '.11 .25** .26** .29** 
38 Few desires .Hi .19** ,20** .09 .12* .05 .12* .11 .18** .11 
39 Respect for tradition .IS* .nu .23H .18** ,12* .02 .18** .16;; .14* ,16* 
40 Wealth -.07 .06 .01 -.O~ -.10 .28** .11 .07 -.01 -.11 
41 Family security .23** -.01 .12* .21** .25U ,13* .16** .25** .18** .27U 
~2 Social Recognition .12* .13* .00 .15* .09 .22** .28** .16** .01 .09 
43 ,Capable .33** .13* .11u ,34;; .29** .11** ,29** .29** ,26** ,35** 
H Courageous .22** .10 .23** .30H .25** .22** .21** .27** .33** .29** 
45 Helpful .40u ,12 .25~* .35** .36;; -.03 .12 .26** .31** .45** 
46 imaginative .08 .16** .00 .06 .O~ .2H* .23** ,21** .06 .01 
47 Independent .05 ,09 .01 .15* ,16* .19** .20** .22** .09 .18** 
48 Logical .25** .06 .26** .. 39** .21** .11 .26** .31** .32** .35;* 
49 Sense of Accomplishment .09 .25** .16** .15* .12* ,19** .21** .11 ,11** ,10 
Correlations among itens of values 
31 32 33 34 35 36 37 38 39 40 
31 Sense of shale 
32 Courtesy .43;; 
33 Contentedness with one's position .28** ,51** 
3f Being conservative .12 .11 ,15* 
3S Protecting the !face' .11 .02 -.1+* .31** 
36 Intilate friend .40** .30** .24;; -.01 ,05 
31 Chastity of women .30u .29u .33** .09 .05 ,42** 
38 Few desires .13* ,21** .18** .16** .09 .10 .25*~ 
39 Respect for tradition .11 
.21 ** .19** .21** .09 .05 .19** .27** 
40 Wealth -.01 -.08 -.12 . .05 ,HU .12* -,00 .04 .03 
41 Palily security .32** ,22** .15** .07 .09 .28** .3fu .O~ .OY .O~ 
42 Social Recognition .13* .06 .06 .05 .27** .19** ,14* .Of .12 .36** 
.43 Capable .23** .25** .25*i .04 .11 .39** .27** , Of .16** .26** 
H Courageous .20** .29** ,31;; .13* ,11 .2SH .24;; ,15* .10 .1H 





49 Sense of Accomplishment 
Correlations alopg items of val~es 
41 Falily security 




46 Iuaginati ve 
41 Independent 
48 Logical 
49 Sense of Acco~plish~ent 
I-tailed significant ' 
; [COlt U ~(. 001 
Factor Analvsis 
.14* .02 .09 .11** .21** .I{; .13* ,07 .13* .22** 
.1S* .08 .03 .06 '.22** ,20** .15* ,14* ,08 ,H* 
.26** ,26** .33** .09 .08 ,32** .27** ,13* ,17** ,12* 
.11 .13* ,05 .11 .24** .18** ,13* ,04 .01 .27** 
H 42 {3 H {S 46 H 48 . 49 
.22** 
.29** .57u 
.26** .21** ,.48** 
.HU ,16** .36** ,45** 
.08 .33** .2!** .u** .08 
,11 ,17U .26** ,26** .18*t .39** 
.25;; ,25** .43** ,31** .33** .23H .36** 
.I9H ,39** 1,/6 •• .t~~'!- .29** ,06 ,25;; ,13* .29** 
Principal components analysis was used to reveal the 
structure of the items in the values scale. As the subsca1es 
might be correlated, oblique rotation was adopted and seven 
factors were obtained. 'These seven factors accounted for 46% of 
the total variance. 
fable 10 





7, Observation of rites and social rituals 
8, Reciprocation oC greetings, favours, and gifts 
10, Knowledge 
13, Self-cultivation 








19. Resistance to corruption 
21. Sinceri ty 
31. Having ,! sense of ' shame 
32. Courtesy 
Competency 
26. RepaYlent of both the good of the evil that 'another person has caused you 
35. ·Protecting your "face" {a. Wealth 
{2. Social recognition 
{3. Capable 
H. Courageous 
{6. ilaginati ve 
{7. Independent 
{9. Sense of accoaplishlent 
Puri ty 
12. ' Koderation, following the riddle way 
17. Hon-competitiveness 







33. Contentedness with one's position in life 
f8. logical 
Probity 
11. Solidarity with others 
15. Sense of righteousness 
{5. Helpful 
Benignity 
3. Tolerance of others 
4. Harmony with others 
5. HUllbleness 
18. Personal steadiness and_~tability 
36. A closet intimate friend 
37. Chastity in women 
Traditional Virtues 
1. Filial piety 
6. Loyalty to superiors 
14. Ordering relationships by status and observing this order 
20. Patriotisl 
,27. A sense of cultural superiority 
. 28. Adaptability 
39. Respect for tradition 
Eigenvalue 




















































11.51 3.17 1.97 1.65 1.56 1,~O 1.33 
23.S 6,5 4.0 3,4 3.22.9 2.7 
Note: Only loading greater than ,3D are shoin. 
As can be see n fro m T ab le 9, . the i t ems 2, 7, 1 0, 1 3 , 
and 32, which coniained (self-cultivation', (knowledge', (having 
a sense of shame' and (courtesy', were positively correlated with 
r values ranging from .35 to .52 (average .38). This showed that 
students who had stronger beliefs in the importance of hard 
working and knowledge would also put stress on social norms. 
Another set of items including (capable', (imaginative', and 
tindependent' were also positively correlated with r values 
ranging fro~ .26 to .57 with an average of .36. This revealed 
that students putting emphasis on capability preferred to work by 
. " 
themselves independently. These arrangements would assure that 
any positive outcomes must be attributed to their owpability. 
All these items were competency related as described by Bond 
(1988). Items 24, 25, 29, and 30, which contained (persistence', 
(patience', and (trustworthiness', were positively correlated 
with coefficient values ranging from .36 to .62 (average .44). 
All these items involved some personal virtues that enhanced 
cohesiveness with others in society. 
As can be seen from Table 10, Factor 1 was loaded on 
items that stressed on some personal objectives such as 
(knowledge', (courtesy', and (having a sense of shame' etc ... 
All these items related to the moral aspect of an individual and 
this factor was thus labelled as Personal Morality. Factor 2 was 
loaded on some competency related items such as (capable', 
(imaginative', (sense of acco~plishment' and (independent'. 
Students showed high emphasis on these items ' should be competency 
oriented and thus this factor was labelled 'as Competency. The 
third factor loaded heavily on items related to personal purity 
such as tnon-competitiveness', and th~ving few desires'. This 
factor was labelled as Purity. Factor 4 was loaded on items, 
which involved prosocial virtues that enhanced cohesiveness with 
other, such as cpe~sistence', (patience', and (t~ustwbrthiness'. 
This factor was 'labelled as ·Sociallntegration. The fifth factor 
was loaded most heavily o~ ,the item tsense of righteousness' and 
thus was labelled as Probity. The sixth factor contained items 
related to the manners that were kind and gentle such as (harmony 
. 
-
with others', and (tolerance with others' so this factor was 
labelled as ~enignity. Factor 7 was loaded on some 
collectivistic items which associated with the well being of some 
related others such as tfilial piety', andtpatriotism'. This 
factor was thus labelled as Traditional Virtues. 
The reliability coefficient of the subscales Personal 
Morality, Competency, Purity, Social Integraiion, Probity, Benig-
nity, and Traditional Virtues were .84, .75, .53, .79, .59, .74, 
and .73 respectively. As expected, the subscales Competency and 
Social Integration, which were important predictor of Achievement 
Goals, were formed with high reliability coefficient. This high 
reliability coefficient guaranteed the ~ internal consistency of 
these two subscales. 
Correlations among subscales 
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Table 11 
Correlat.ions among Personal l10rali ty. Competency. Purity, Social Integrat.ion. P.robi ty , 
















* ~<.OI, ** ~< . OOI 
1 2 3 4 5 6 
.27** 
.35** .13* 
.66** .24** .28** 
.57** .27** .33** .54** 
.67** .29** .37** .'56** .50** 
.60** .33** .37** .59** .47** .55** 
The second factor, Competency, did not highly correlate 
with any of other factors. This subscale was unique on _putting 
high emphasis on accomplishment, competency, and capability 
whereas other subscales did not have greatJconcern toward this 
dimension of values. The fourth factor, Socia~ Integration, 
correlat~d significantly with the subscales of Personal Morality, 
Benignity, and. Traditional Virtues. The correlation between 
Social Integr~tion and Personal Morality was high at .66. It 
showed that students concerned about the moral aspect of an 
individual would also care about the cohesiveness with others. 
Benignity and Traditional Virtues were also related positively to 
Social Integration (r=.56~ .58). It revealed that students who 
had prosocial virtues that enhanced cohesiveness with others 
would also posses a kind personality with a genuine concern for 
the · well-being of society. 
C. Achievement Goals 
54 
Correlation Matrix of the items 
Intercorrelations among all the items in achievement 
goals are shown in Table 12 . For the sake of easy reference, the 
contents of the key issue in each item are summarized in the 
table (for the full questionnaire, see Appendix B) • 
Table 12 
Correlation along itees of achievelent goals 
2 3 6 . 9 10 
1 Take part in di~cussion 
2 COlpete to get high grade .05 
3 Kaking mistakes is learning -.01 -.00 
. ~ Feel goon when better than other -.15* .25** .22** 
5 Enjoy new things .15* ,10 ,27** ,09 
6 Feel good when work hard J ,18** .06 .23** .13* . ,27** 
7 Don't care other!s grade .01 -.05 ,00 -,09 -,05 ,06 
8 lake sure to understand .17** .20** ,22** ,15* .ZB** .31 ** .01 
9 Want to solve' prohlems -.01 .06 .33** .23** .26** .33** .01 .36U 
10 Feel bad when not as well aE others -.11 .13* ' -,01 .27tt -.03 .03 -.09 .05 .13* 
11 Do eItra work to learn .23** .08 .18** -.OZ .38** .31** .00 ,HH ,24** -,05 
12 Try to get the highest grarie ,10 .JOU ,12* .28** ,lSH .16;* -.09 .22** .16* ,OS 
13 COlpete to see wh; can do the best .08 .58H .00 .31 ** ,09 .08 -.08 .08 ,03 ,14* 
1{ Knows oneself being better C~ lorse -,02 .18H .12 .1SH .U t .09 -,02 .Ht ,19** .07 
15 Pay attentiorr In iEproving 'Jl :~ '''' ... . ,08 .27;;: .17;; 211 .... . r·" ,25H -.05 '.35H .30*: .06 
16 Keep trying . lIt; -.02 .32** .16** .32u .20;; ,04 .20** ,35** .03 
, 17 Work on challenging projects .07 .06 .19H .09 ,3?U .18** ; 10 .16** ,23** .03 
18 Choose projec~s want to work on .02 .16;* ,12* ,17** .25;; .10 -.10 .17;; ,15* .06 
19 Don't like to !ake tistakes -.07 ,21** ,13* ,31 u -.02 ,09 .05 .12* .21%; .26H 
20 Want to know others ' sco~es -.08 .20** .01 .25t:: -.10 ':.11 -.26 t ; -.0:1 ,03 .22** 
21 Rork hard to learn .26*~ .04 ,18** -.OZ .38** .33** -,03 ,35** .22:; -.10 
22 'lorry when the ~ork is difficult -.OB ,11 -.00 .12* .00 -.02 - .O~ .00 .06 .29;* 
23 Find answers on IY own .12* .08 .31 ** ,15* .~OH .21** -.06 .31** .31** .04 
2! Try new things ,08 .11- .24H .11 .~1** .H** .03 ,22** .29** .08 
25 iork hard to get a high grade .06 .26** .14* .28u .16** ,10 -.1H .19** .10 .11 
~6 ~ant a chance to correct fi~takes .11 .01 .27** .10 .28** .19** ,02 ,25** .3~;* .O~ 
27 Feel bad if don't get a high grade -.08 .16* .07 .24** .08 .07 - .O~ .11 .16H .31%* 
28 want to work on difficult lSsign:ent . : 1 .02 .03 .05 .1tH .2:1u ,13; .21*; .15* -.07 
Correlation amon~ iteES of achievement ~oals 
11 13 14 15 16 17 18 19 20 
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11 Do extra work to learn 
12 Try to get the nignest grade .IH 
13 COlpete to see who can do the best .07 .33** 
. l' Knows oneself being better or vorse ,13* .09 .13* 
15 Pay attention in irproving .32** ,22** .10 .29** 
16 Keep trying .22** .13* .03 ~ 12* .. .33** 
11 Work on challenging projects .23** .08 .06 .22H .21H .35** 
18 Choose projects want to work on .16** .16** .11 .10 .18** .18** .37** 
19 Don't like to lake mistakes .04 .16** .25** .23H .19** .06 .O! • OB 
20 Jant to know others' scores -.11 .16* .22** .07 .12* -.13* -.03 .14* .17** 
21 Work hard to learn · .~5** .16H .10 .14* .33** .29** .26** .14* .02 -.13* 
22 Worry when the work is difiicult .03 .15* .09 .05 .03 .03 -.03 .12* .17** .22** 
23 Find answers on 11 own .33** .15* .03 .16* .30** .~O** .29** .20** .10 -.07 
2' Trr new things .28** .04 .03 .1H .26** .HU .41** .30** .11 -.05 
25 Work hard to get a high grade .08 .55** .30u .14* .23** .14* .00 .16** .27** .15* 
26 Want a chance to correct· migtakes .19** .05 . ~O( .17** .21** ,39** .26** ,17** .1H .00 
... 21 Feel bad if don!t get a high grade -.01 ,22** .19** .15* ,13* .10 -,02 ,07 .31** .27** 
28 rant to work on difficult assignment .23** ,06 .06 .13* .10 .12* ,28** .05 .08 -.04 
Correlation aaone iters of achievetent foals 
21 22 23 H 25 26 27 28 
21 iork hard to learn 
22 Worry when the ~orr is difficult .05 
23 Find answers on IY own .31** ,18U 
2! Try new things .30** .03 .37** -
25 Work harri to get a high gr!oe ,08 .15* .15* .19** 
26 Want a chance to correct misiakes ,32** .00 .29** .43** .16* 
21 Feel bad if doft't get a high grade -.04 .26** .12 .12* .30** 111 
28 want to work en difficult ls~i;nfent .18;: -.D7 ,18;: .11 .01 .18t t -.03 
I-tailed significant 
* I!.<.Ol, ** I!.<.001 
Factor Analvsis 
Principal components analys~s was used to reveal the 
structure of the items in the achievement goals scale. As the 
subscales might be correlated, oblique rotation was adopted and 
two factors were obtained. These two factors accounted for 30% 
of ~ the total variance. 
fable 13 




3. Making listakes is a part of learni~g 
5. I enjoy learning new things 
6. I feel good when I know I have worked hard 
8. I make sure I understand the york 
. 9. I want le to know how to solve problels on my own 
11. I olten do extra work because I want to learn new things '. 
15. I pay attention to whether I aI ilproving . 
16. It is important to keep trying even though I make mistakes 
. 17. I get to work on challenging p!'oject.s 
18. I get to choose projects I want to work on 
21. I work hard because I want to learn neli things 
23. I want to find answers to J!y questions on flY own 
2? r iant to try new things 
26. I want to have chance to ccrrect my tistakes 
2B. I reel good when I aEworking on a difficult assignment 
Performance Goals 
2. I compete against others to get high grades 
(. I feel good when I do better than otner students on a test 
10. . I reel bad when I do not do as well as others 
12. J try hard to get, the highest grade 
13. I compete with others to see iRO can do the best work 
19. I really don't like to make mistakes 
20. I want to know how others score on assignments and tests 
22. I worry p.hen the work is difficult 
25. The reason I work hard is to get a high grade 
27. I feel had if 1 don't get a high grade 
Eigenvalue 
% of variance 




























As can be seen from Table 12, it~ms 5, 8,11, 15 s 21, 
and 23, which contained fr enjoy learning new things' ,cr pay 
attention to whether r am improving', and (r want to find answers 
to my question on my own', were positively correlated with r 
values ranging from .31 to .45. This showed that the objectives 
of masteting new things and increasing one's ability were posi-
tively correlated. Another set of items included tI compete 
a~ainst others to get high grade', t The reason I work hard is to 
get a high grade', and cl compete with others to see who can do 
the best work' were ~lso positively correlated. These items had 
correlation coefficient values ranging from .30 to .58. It re-
vealed that the main reason for these students to work hard and 
to compete against one other was to gain a high grade. Thus, the 
high grade, was a label that indicated their adequacy of ability 
over others. 
As can be seen from Table 13, Factor 1 was loaded on 
items such as (I enjoy learning new things', (I make sure that I 
understand the work' and (1 pay attention to whether 1 am 
improving'. These items concerned mastering of new task, 
increasing of one's ability, and willing to accept the 
challenging task. This factor was labelled as Learning Goals. 
Factor 2 was loaded on items ~hat put stress on seeking positive 
judgement of one's ability by working hard or competing with 
other students. Examples of these items inclu~ed (1 try hard to 
get the highest grade', and (I compete with others to see who can 
do the best work'. Besides these items that sought for positive · 
judgement, some others described the tendency to avoid negative 
judgement such as: (1 really don't like to make mistakes' and (1 
worry when the work is difficult'. This factor was thus labelled 
as Performance Goals. As expected, these two goals orie'ntations 
. have been identified with high reliability coefficient, .84 for 
Learning Goals and .71 for Performance Goals. This high 
reliability coefficient ' guaranteed the internal consistency of 
, 
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these two subscales. It was also worth to note that in the 
p~esent study these two orientations were positively correlated 
(r=.24). So, students high on Learning Goals orientations were 
about likely to be also high on Performance Goals orientations. 
D. Relationships among Theories of Intelligence, Values, and 
Achievement Goals 
Correlations among thesubscale~ in Theories of Intelligence, 
Values and Achievement Goals 
-
The intercorrelations among the subscales in theories 
of intelligence, values and achievement goals were shown in Table 
14. 
Table 14 
Correlations among Achievement Goals. Theories of Intelligence and Values 
1 2 3 4 5 
Achievement Goals 
' I. Learning Goals 
2. Performance Goals 
c 
Theories of Intelligence 
3. Malleability of Intelligence .36** .05 
4. Universality of Intelligence --.17** .17** 
5. Specificity of Intelligence .23** .15* 
Values 
6. Personal Moralit.y .36** .05 .12 -.OS .03 
7. Competency .09 .30** -.07 .17** .05 
8. Purity 
.14* -.01 .11 .... 08 .02 
9. Social Integration 
.36** -.03 .19** -.15* .01 
10. Probity 
.32** -.00 .11 - . 08 .04 
11. Benignity_ .27** -.06 .07 -.08 .05 
12. Traditional Virtues . 32:.t:* . 02 .16** -.01 .03 
0 
I-tailed significant 
* 12<.01, ** 12<·001 
The intercorrelations among the subscales in theories 
of intelligence and achievement goals were shown in Table 14·. 
The significant correlations showed that students of Learning 
Goals would have perception of Malleability of Intelligence 
(r=.36). These findings showed that students concerned about 
mastery of new tasks would likely regard intelligence as a 
changeable trait that could be increased by paying effort. Table 
14 also revealed that these Learning-Goals-students would not 
accept the concept of Universality of Intelligence (r=-.17) while 
those Performance-Goals-Students would have such perception 
(r~.17). Students who stressed on seeking positive judgements of 
their ability would perceive intelligence as a global trait that 
had tremendous effect on many achievement tasks. 
As shown in Table 14, significant correlations were 
also found between Learning Goals and Personal Morality, Social 
Integration, Probity, and Traditional Virtues. On the other 
hand, Performanc~ Goals was significantly correlated with Compe-
tency dimension of Values. Students concerned about prosocial 
virtues that enhanced cohesiveness with others would adopt Learn-
~ 
ingGoals orientations while students concerned about capability 
would adopt Performance Goals orientations. 
Table 14 also showed significant correlations between 
Malleability of Intelligence and Social Integration (r=.19); also 
between Malleability of Intelligence and Traditional ·Virtues 
(r=.16). Furthermore, it also showed a positive correlation 
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between Universality of Intelligence and Competency (r=.17), but 
a negative correlation between Universality of Intelligence .and 
Socjal Integration (r:-.15). 
Determination of Achievement Goals 
The relationships among these three constructs were 
further explored by MUltiple" Regression Analysis with subscales 
"of Theories of Inteiligence and Values as predictors and 
subscales of Achievement Goals as criterions. The subscales of 
Theories of Intelligence and Values were entered simultaneouily. 
The results of the Multiple Reg~ession Analysis between 
Learning Goals and corresponding predictors were shown in Table 
15. 
Table 15 
Stepwise Multiple Regression Analvsis for the Relationship between Learning Goals 
and the predictor variables 
Step Predictors R RZ Increase in RZ Final B 1 
1 Malleability of Intelligence .36 .13 .Z9 56.70>r. 
2 Personal Morality .48 .23 .10 .16 55.96* 
3 Specificity of Intelligence .52 .26 .03 .19 44.97* 
4 Social Integration ; 53 .28 .02 .14 36.46* 
* p<.OOl 
As expected, Malleability of Intelligence was the 
strongest predictor of the students' adoption of Learning Goals. 
It accounted for 13% of the variance in the predicted direction. 
It showed that students with high perception 6f Malleability of 
Intelligence would be likely to adopt Learning Goals orientation . 
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Besides Malleability of Intelligence, Personal Morality of Values 
• 
was another strongest predictor of students' ad6ption of Learning 
Goals. It accounted for another 10% of the variance. Table 15, 
also showed that Soeial Integration was one of the important 
predictors to predict the students' adoption of Learning Goals in 
the predicted direction as expected. Besides, Specificity of 
Intelligence also contributed slightly to the prediction of 
adoption of Learning Goals. It is interesting to note that the 
'final beta values of the significant predictors ~ere all 
positive. It revealed that students who had higher perception of 
Malleability of Inielligence and Specifici~y of Intelligence 
would put emphasis on Personal . Morality, Social Integration and 
would be more likelY , to adopt Learning Goals orientation. 
To see whether theories of intelligence or values could 
predict learning goals better, two multiple regression analyses 
were performed. In one, only the subscales of theories of intel-
ligence were entered as predictor variables. In the other, only 
the ' subscales' of values ~vere entered. 
Table 16 
Stepwi~e Multiple Regression Analvsis for the Relationship between Learning Goals 
and the subscales of theories of intelligence 
Step Predictors R R2 Increase in R2 Final B f 
1 Malleability of Intelligence .37 .14 .35 
2 Specificity of Intelligence .41 .17 .03 .18 
:>I: p<.OOl 
Tabl'e 17 
Stepwise Multiple Regression Analysis for the Relationship between Learning Goals 





Step Pr~dictors B. Increase in R" Final B f 
1 Social Integration . .36 .13 .19 55.66* 
2 Personal Morality ' .39 .15 .02 .16 33.95* 
3 Probity .41 .16 .01 .12 24.25* 
* 
p<.OOl 
Tables 16 and 17 showed .that the percentage of variance 
explained by Malleability of Intelligence and Social Integration 
dimension of Values almost the same. This revealed that, if 
neglected the common shared variances, these two important pre-
dictor variables had relatively equal importance in predicting 
Learning Goals Orientation. 
The results of the Multiple Regression Analysis between 
Performance Goals and corresponding predictors were shown in 
Table 18. 
Table 1B 
StepwiseMultiple Regression Analvsis for the Relationship between Performance Goals 
and the predictor variables 
Step Predictors R R2 Increase in R2 final B f 
1 Competency .29 .OB .31 35.62* 
2 Benignity .33 .11 .03 -.16 23.13* 
3 Specificity of Intelligence .36 .12 .01 .12 18.38* 
4 Universality of Intelligence ,37 .13 .01 .13 15.01 l1: 
5 Malleability of Intelligence .39 .14 .01 .11 13.10* 
* 
p< .001 
As expected, the Competency dimension of Values was the 
strongest predictor of the students' adoption of Performance 
Goals. · It accounted for 8% of the variance in the predicted 
direction. It showed that students ~ho put emphasis on 
Competency would be likely to adopt Performance Goals 
orientation. Besides Competency dimension of Value, there were 
also several significant predictors such as: Malleability of 
Intelligence; Specificity of Intelligence; and Universality of 
Intelligence. These predict6rs also contributed slightly to the 
prediction of adoption of Performance Goals orientation. The 
final beta value of above mentioned predictors were , all positive. 
Contrary to the above mentioned predictors, the final beta value 
of Benignity dimension of Values was negative, It indicated that 
students who do not put emphasis on Benignity would likely to 
adopt Performance Goals ori~ntation. 
To see w·hether theories ot intelligence or values cou·ld 
predict performance g~als better, two multiple regression 
analyses were performed. In one, only the subscales of theories 
of intelligence were entered as predictor var~ables. In the 
other, only the subscales of values were entered. 
Tablp. 19 
Stepwise Multiple Regression Analvsis for the Relationship between Performance Goals 
and the subscales of theories of intelligence 
Step .predictors R R2 Increase in R2 Final , B X 
1 Universality of Intelligence .IS .03 .18 12.53* 




Stepwise Multiple Regression Analvsis for the Relationship between Performance Goals 
and the subscales of values 
R2 ') Step Predictors B Increase in R""' Final B X 
1 Competency .29 .09 .34 35.62* 
2 Beni.gnity .33 .11 .02 ':'.16 23.13* 
* p<.OOI 
Tables 19 and 20 showed that the percentage of variance 
explained by Competency dimension of values were larger than that 
of variance explained by Universality of Intelligence. These 
revealed that Competency dimension of values, if neglected the 
common shared variances, had larger effect in predicting Perform-
ance Goals orientation than that of Universality of Intelligence. 
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Chapter V 
Discussion and Conclusion 
A. Summary 
The main purpose of this study was to explore the rela-
ti9nships among theories of intelligence, values ,and achievement 
goals. In order to study these constructs more systematically, 
factor analysis was first used to investigate the structure of 
each construct. 
Factor analysis of the items of thebries of intelli-. 
gence revealed that this const~uct showed a clear factorial 
separation of malleability and universality. When malleability 
and universality subscales were formed, they correlated negative-
ly . This result was in congruence with the findings of Hau et 
al.'s (1990) study but contradictory to that of Dweck (1986) who 
proposed that theories of intelligence Has unidimension.al (enti-
ty- incremental dimens ion)-. The results here suggests that devel-
opment of intelligence is not unidimensional. Instead, it should 
be viewed as a multidimensional model. 
As suggested by Bond'~ (1988) study, factor analysis of 
items of values showed that Rokeach Value Survey did not sample 
the l'V"hole range . of h.uman val ues. Some dimensions of values, 
which were absen~ from Rokeach Value Survey, were derived from 
Chinese Value Survey. Those dimensions of values unique to 
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.Chinese Values included: Personal Morality, Purity, Social Inte-
gration, Benignity, and Traditional virtues. In line with Bond's 
(1988) findings, Rokeach Value Survey contained Competency dimen-
sion which included such items like independent, capable, and 
imaginative while Chinese Value Survey contained Social Integra- , 
tion dimension which included items stich as patience, persist-
ence, and trustworthiness. It was also worth to note that Social 
Integration was highly and positively correlated with Personal 
Morality, and Traditional virtues .. 
In the present study~ two of Ames and Archer's (1988) 
goal orientations ; Learning Goals and Performance Goals, were 
reproduced in the factor analysis process. These two contrasting 
.! . 
goal orientations were once again identified. In one, ,the Learn- ' 
ing Goals, students te~ded to increase their competence and to 
master new tasks. In th~ other, the 'Performance Goals, students 
sought to maintain positive judgement~ of their own competence 
and avoid negative judgement. Nicholls (1991) reviewed that 
these tHO goal orientations were not appreciably or positively 
correlated. In this study, these two goal orientations were 
slightly positively correlated. These resul ts suggest-. that there 
is nqt a single dimension of goal orientations as Learning Goals 
versus Performance Goals. It is because students are as likely 
to be high or low on both goal orientations · as they are high on 
one and low on other goal orientations. It is interesting to 
note that some students may be both high all Learning Goals and 
Performance Goals. These results are not surprising. As re-
viewed by Kepka and Brickman (1971), able students would pay more 
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effort in achievement tasks. These students are not only con-
cerned .about competence level but also much involved in the 
learning process. As ability and effort are judged to be p6si-
tively related by these students, this may help to explain the 
findings in this study, that is, Learning Goals and Performance 
Goals were positively correlated. 
The intercorrelations among the subscales In theories 
of intelligence and values showed ~hat Malleability of Intelli-
gence and Social Integration were positively correlated. These 
revealed that students who put emphasis on cohesiveness with 
others would also have the concept that intelligence could be 
changed. These relationships may be deduced from Ho's (1981) 
study that Chinese Students were more concerned about the well 
being of related others and also from Hau and_ Salili's (1992) 
study tha~ Chinese students were more likely to believe the ' 
effect of effort on performance irrespective of ability level. 
In this study, the correlation between Malleability of Intelli-
gence and Social Integration may be only true in Chinese culture. 
As expected, the hypothesis that stud~nts' adoption of 
Learning Goals is related to the implicit view of Malleability of 
Intelligence and Social Integra~ion dimension of values was 
confirmed in the present study. This suggests that students with 
implicit view of Malleability of Intelligence would predominately 
use adding rule about ability and effort. · This makes them more 
concerned ~bout the increase of competence. Also, those students 
who put emphasis on Social Integration dirnensi'on of values would 
be concerned about the cohesiv~ness with others. This cohesive-
ness certainly requires patience and persistence. These virtues 
are exactly the fundamental elements needed by the students to 
cope with different ,achievement tasks . Each achievement task has 
certain difficulty that requires patience and persistence fOT 
success. During this working process students need to pay effort 
to remove the obstacle and this would make the students become 
more involved in the learning process rather than only in the 
final judgement of competence. 
- In addition, the hypothesis that students' adoption of 
Performance Goals is related to the implicit view of Universality 
of Intelligence and Competency dimension of values was also con-
firmed in the present study. Students with implicit view of 
Universality of Intelligence regard intelligence as a -global 
trait sufficient to guarantee success in every kind of achieve-
ment task. If students have confidence in their intelligence 
level, they would favour achievement task because they can obtain 
positive judgement of their competence. Conversely, if these 
students do not have confidence in their intelligence level they 
- . 
would withdraw from achievement task in order to avoid the nega-
tive judgement of their competence. Besides, those students who 
put emphasis on Competency dimension of values would concern 
themselves more about their capability and sense of accomplish-
ment. Faced with achievement task, these students would be 
likely to ask themselves: "Can I complete this task?" or "How 
much can ' I show off in this event?" These que'stions would lead 
them to -the ob,jectives of maximizing the opportunities of obtain-
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ing positive judgement from others or avoiding the possibilities 
of facing negative judgements from others by withdrawing from the 
achievement task. In sum, all hypotheses in the present study 
were confirmed. Results of these relationships among all the 
subscales can also be logically deduced. 
B. Achievement goals and educational outcomes 
Purposes of education can b~ constructed in a number of 
ways. Nicholls (1979) revealed that it was an equality for all 
students to develop their intellectual potential equally to the 
fullest possible extent irrespective of their actual ability, so 
that students could enjoy the full personal growth and treat 
education as a life-long process of learning. Nich011s et al. 
(1989) further pointed out that schools should prepare students 
for work in society and train students to understand the .world. 
In sum, education should enable students to take care of their 
own lives in a positive way and to participate harmoniously in 
all social and productive activities. 
The above mentioned purposes of education (such as 
social commitment, working hard, understanding the world and 
being satisfied with school learning) were found to be related to 
the adoption of task orientation (learning goals orientation) 
(Nicholl et al., 1985). Students of learning goals orientation 
would put emphasis on the process of le~~ning and treat error as 
a ~challenging part in the process. This enjoyment of the chal-
lenge would maximize their intellectual growth in the long run. 
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These students would have master-orientated responses and would 
seek ways to inc~ease . their competence and try to master new 
things by their own (Elliot~ . & Dweck, 1988). They would also be 
more involved in deep-processing strategies (Nibholls et al., 
1989), high-level cognitive processing, self-instruction process-
ing and self-monitoring processing (Diener & Dweck, 1978). 
Nicholls et al. (1989) also pointed out that some 
people viewed education as a procedure to make students have high 
perceived ability, or viewed school as a place to enhance one's 
\veal th and socioeconomic .status. Evidences revealed that stu-
dents who put emphasis on high pe~ceived ability would unavoid-
ably ~valuate their~ ability relative to others. By the same 
token, students who believe that education should serve to in-
crease one's wealth would be motivated by their desire to defeat 
others rather than by their intrinsic desire to learn. Evidence 
has shown that thes~ purposes of education were related to the 
adoption of performance goals orientation. Consequently, all the 
. . 
related maladaptive motivational patterns would follow the per-
formance goals orientation and restrict the intellectual growth 
of students. In sum, parents and teachers who put emphasis on 
the relative competence of students and on the wealth gain of 
education should reconsider its harmful effects and redirect 
their emphasis to the other more desirable purposes of education. 
C. Achievement goals and values 
Based OIl the above reviews~ it was clear that learning 
7J. 
goals orientations were much more desirable. Then we should 
think abotit factors ' relating to learning goals and also think 
about the ways of nurturing such an orientation among students. 
Literature review showed that Chinese students had 
stronger learning goals orientation and weaker performance goals 
orientation (Hau & Salili, 1992). There were some special points 
worth to consider. Chinese students were more cooperative than 
V.S.A. students (Madsen, 1971) , and they were.more willing to pay 
effort in group-work conditions. This cooperation between stu-
dents required some virtues such as patience and persistence. It 
was shown that Chinese students had stronger social orientation 
and place higher values on prosocial virtues (Domino & Hannah, 
~ ' -
1987). These virtues ensured that different students working 
together have a constructive outcome. ~his is in agreement with 
the present study and explains why the tSocial Integration' 
dimension of values ,which is concerned with prosocial virtues 
that enhanced cohesiveness with others, is related to adoption of 
learning goals. 
There are some special points in the Chinese parental 
rearing practices which needed to be considered. Chinese parents 
put more emphasis on endurance, effort and hard working (Yang, 
1986). Children were taught to do the best they could in accom-
plishing a task even though it was impossible. The emphasis on 
effort was reflected by a lot of Chinese proverbs. The fact that 
edtication has been very highly regarded by Chinese people can be 
revealed by theii beliefs that in showing love towards their 
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siblings, the best thing parents should do is to provide them 
with a sound equcation, while in return, children would also 
demonstrate the~r filial piety by working diligently (Hau & 
Salili, 1992). In such a situation, there is a societal de~and 
for students to pay effort in their education and education is 
not learning knowledg~ on~y but becomes a form of personal 
growth. The above findings suggest that the Chinese culture puts 
emphasis on social harmony and hard work. Society has imposed 
such demands as social harmony and hard working on individuals 
and individtials would internalize such societal demands through 
the process of socialization. These societal demands have been 
passed down for generations and even i~ternalized as a personal 
value. This socialization effect wa$ further supported by Hau 
and Salili's (1990) study that older students were more learning 
goals orientated. These older students were -more willing to 
accept responsibility for their" performance outcomes. They 
stressed the importance of effort and had the belief that academ-
ic success was achieved by effort. Nicholls et al. 's (1989) , 
study showed that this belief was highly related to task-
orientation (learning goals). 
Braithwaite and Law (1985) pointed out that Rokeach 
Value Survey, which was generated under Western Culture, ciight 
not sample the whole range of human values. Bond (1988) further 
found that (Social Integration' dimension of value was overlooked 
by W~stern point of vie~. The present study showed that this 
di~ension of value was an important predictor of learning goals 
adoption. Ravlin and Meglino (1987) showed that students with 
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different values would make different choices and decisions. 
This may help to expl~in why Chiriese students are ' more learning 
goals orientat~d. According to these findings, School~ need to 
inculcate students with tSocial Integration' dimension of value 
in order to facilitate students' adoption of learning goals 
orientation. A well-planned value education programme that 
changes students' valuee in certain directions is necessary. As 
Rokeach (1979) suggested that school should act as an educational 
,institution which produces desirable values and transmits these 
values to students. According to the theory suggested by Rokeach 
(1979), schools . which teach students about the substantive dif-
ferences between performance goals ' and learning goals would 
arouse a sense of self-dissatisfaction among those st~dents who 
exhibit maladaptive behaviours. This teaching process would 
enhance students' self-awareness of their values and their rela~ 
tionships with achievement goals adoption. They may compare 
their own value systems and goals orientations with that of the 
ideal one and this may induce a sense of self-dissatifaction. 
Such affective state of dissatisfaction is a motivating ,force to 
propel value change in students' conception. 
As we can see, students' choice of goal orientation is 
very ' much related to their value system. Thus, to encourage 
students to adopt an appropriate goal orientation, they should ,be 
made aware of the relationships between these two variables. 
This newly found information would probab~y act as a catalyst in 
ch~nging·a student's valu~ system. 
D . . Achievement goals and theo~ies of intelligence 
Nicholls ·(1992) pointed out that some researchers 
confused the conception of long term changeability with short 
term immediate effect of intelligence. He underscored th~ impor-
tance of distinguishing the effect of ability and effort in 
immediate performance and. in long term malleability of intelli-
gence. In the present study, the theory of intelligence is 
'confinedto implicit point of view alld long term intellectual 
malleability. It was shown that those students who had concep-
tion of malleability of intelligence. would possibly adopt learn-
-
ing goals orientation which would gen~rate subsequent adaptive 
achievement behaviour. Thus, ~t is desirab~e to inculcate such 
concept of malleability of intelligence to students. 
Hau and Salili (1992) examined Chinese children's 
belief that effort could compensate the lack of ability in aca-
dernic performance. Results showed that Chinese children - believed 
that effort can add on abi~ity to generate better performance 
ultimately. This concept coincided with Dweck and Bempechat's 
(1983) (positive ~ule' assumption that competence could be in-
creased through effort. According to the above studies, students' 
who ~ut emphasis on effort would tend to have conception of 
malleability of intelligence and work hard irr~spective of their 
perceived ability. 
Stipek and Mac Iver (1989) pointed out that young stu-
dents had high perception of intellectual competence. They held 
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the undifferentiated concept of ability that it could obe in-
creas~d through paying effort. They also revealed that young 
students dominantly had intraindividual comparison over time and 
would not be so affected by others' performance. (Non-maSLery' 
would not be regarded by these young students as failure but a 
challenge that can be mastered later. The only thing they need 
to do is to pay more effort so as to increase their ability. 
These suggested that if young students focused on intraindividual 
comparison over time, it was likely that they would have the 
concept of malleability of intelligence . But contrary to in-
. traindividual comparison, interindividual comparison was related 
to differentiated concept of ability. Such repeated interindi-
vidual and social norm comparison~ lead students to form the 
concept that their relative intellectual ranking in the class was 
fixed. Then students may further deduce from these results that 
malleability of intellig~nce is quite impossible. 
Considering these results together, a redirection of 
the comparison from interindividual and social norm comparispn to 
intraindividual comparison over time is necessary. Suitable 
classroom environment and teachers' instructions are important 
factors in leading students to establish intraindividual compari-
son and this i~ turn fosters the concept of malleability of 
intelligence which is related to adoption of learning goals 
orientation. 
E. Limitations and Suggestions 
In an attempt to develop a theoretical framework among 
achievement goals, values and . theories of intelligence, the 
present study is by nature exploratory. The results of the 
present study have revealed significant relationship among adop-
tion of learning goals, social integration dimension of values 
and implicit view of malleability of intelligence. In searching 
for the new variables that foster the development of desirable 
achievement goals orientation, the results of the present study 
provided some initial hints and also,·on the other hand, exposed 
some problem areas which deserve future investigation. 
(1) Reconsideration of instru~ents 
The present study revealed the significant relation-
ships between values and adopti~n of achieve~ent goals. Further 
exploration of these relationships to generate a more general and 
reliable conclusion is needed. To this aim, the value instru-
ments must , be refined enough to provide the best results. It was 
suggested (Ravlin & Megline, 1987) that rank-order measures would 
give a better result close to the concept of value systems in 
human's minds. This rank-order measures not only disclose what 
values people hold but also the priorities among values that 
people prefer. It may be these priorities among one's values 
that influence one's behaviour. 
Another predictor· variable, th~ories of intelligence" 
was measured by a self-construc~ed questionnaire. This was a 
newly established quest.ionnaire and it must be refined in future 
t6 provide better results. 
(2) Causal relationships among variables 
The pres~nt study examined the interrelationships among 
achievement goals, values ' and theories of intelligence. The 
significance of the present study is that students' value system 
can in fact be changed and we hope that these changes, together 
with a series of internal cognitive processes, ,would enable 
students to select an appropriate goal ' orientation for their own. 
But the present study is a correlational one, it is difficult to 
establish a causal relationship ~ith the research findings. More 
investigations using suitable methodology are needed to find the 
specific causal-effect direction for the adoption of achievement 
goals orientations. 
(3) Age difference 
Age related differences among adoption of different 
achievement g_oals and comp.arison of abili ty have been reported in 
previous studies. Hau and Salili (1990) revealed that older 
students had lower perceived attainment and stronger learning 
goals orientation while ~o~nger students had higher perceived 
attainment and stronger performance goals orientation. Besides, 
Stipek and Mac Iver (1989) revealed that different age students 
put different emphasis on intraindividual or interindividual 
comparison and also they evaluate intellectual competence differ-
ently. The relationships among age and other variables such as 
• 
adoption of ~chievement goals, different implicit views of theo-
ries of intelligence and different concept of values are worthy 
of further researches. 
(4) . Correlation between performance goals and learning goals 
In the present study, performance goals orientation and 
learning goals orientations were positively correlated. It 
suggests tllat there is not a bipolar dimension of learning goals 
versus performance goals. Students who have, say, strong learn-
ing goals ' orientation do not necessarily have weak performance 
goals. They seem to hold some kind of mixture of these two goals 
orientations. More investigations to find the relat ionships 
between these two goals orientations are needed in future. 
F. Conclusion 
All in all, the pre~ent study has demonstrated the sig-
nificant relationships among implicit view of theories of intel-
ligence, values and adoption of achievement goals. The incorpo-
ration of different scales obtained from factor analysis of 
theories of intelligence and values into a more reliable set of 
predictors has produced a more systematic understanding about 
students' decision making behaviour in adopting different 
achievement goals orientation. The integration of different 
scales obtained from variables (theories of intelligence and 
values) in predicting the achievement goal ori~ntation s~ems 
fruitful. 
Hypothesis One and hypothesis Three stating that stu-
~ dents' adoption of leaning goals are related to their implicit 
view of malleability of intelligence and the social integration 
dimension of values w~r~ all confirmed. With the use of a newly 
set social integration dimension of value, the present study was 
c 
able to ~emonstrate a new direction in un~erstanding t~e adoption 
o~ adaptive achievement goals orientation. Hypothesis Two and 
hypothesis Four stating that students' adoption of performance 
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g6als are related to their implicit view of universality of 
intelligerice and competency dimension of values were also all 
confirmed. It gives hints for teachers to reconsider their 
teaching methods and the classroom environment that make students 
l~ss concerned with their relative ability competency but in-
stead, more about the mastery of achievement tasks. 
The present study seems to pave a new way for under-
standing achievement goals ~rientations. However it should als6 
be admitted that the present study is only a small step towards 
revealing the complete relationships which may be quite a complex 
one. More researches are needed to explore such issues as how 
values affect the adoption; how these values may be cultivated in 
society, school and family; how to ' internalize these values as 
personal demands in the process of socialization. The complete 
picture of relationships still awaits future investigations. 
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APPENDIX .A 
Values Questionnaire 
(English Translation of Questionnaire) 
The purpose of this questionnaire is to find out what 
are the main concerns of people. 
naire below a list of 49 items. 
You will find in the question-
Please indicate the importance 
of each of them as appeared to 2.Qjl. 
Use 1 to 7 to represent your answer, '1' fer· "total not 
important" and '7' for "extremely important". In other words, 
the larger the number, the more important the item is to you. 
Put down one number for each item on the answer sheet provided to 
express the importance of that ite~ to y ou personally. 
You can concentrate better by asking yourself the 
following when you rate an item: "How important is this item to 
me personally?!I Repeat the same question ~7hen you rate the next 
item. 
1 . Filial piety 
2 . Industry 
3 . Tolerance of others 
4 . . Harmony' with others 
5 . Hurn-blene ss 
.: ! .L 
6. Loyalty to superiors 
7. Observation of rites and social rituals 
8. Reciprocation of greetings, favours, and gifts 
9. Kindness 
10. Knowledge 
11. Solidarity with others 
12. Moderation, following the middle way 
13. Self-cultivation 
14. Ordering relationships by status and observing this order 
15. Sense of righteousness 
16. Benevolent authority 
17. Non-competitiveness 
18. Personal steadiness and stability 
19. Resistance to corruption 
20. Patriotism 




26. Repayment of both the good or the evil that another person 
has caused you 




31. Having a sense of shame 
32. Courtesy 
33. Contentedness with one's position in life 
34. Being conservative 
35. Protecting you "face" 
36. A close, intimate friend 
37. Chastity in women 
38. Having few deiires 
39. Respect for tradition 
40. Wealth 
41. Family ~ecurity 






48 .. Log ical 
49. Sense of accomplishment 
Theories of Intelligence Questionnaire 
(English Translation of Questionnaire) 
The purpose of this questionnaire is to find out what 
are the theories of Intelligence of people in long term of view. 
You will find in the questionnaire below a list of 9 items. 
Use 1 to 7 to represent your answer, '1' for "strongly 
agree", '3' for "agree", ' 5' for "disagree", and '7' for "strong-
1 d ' " y lsagree. Put down one number for each item on the answer 
sheet provided to express your- opinion for that item. 
1. Intellectual competence is in-born 
2. Intellectual competence can be increased as we grow 
3. Intellectual competence comes from paying effort 
4. One's intellectual competence is dete·rmined by his effort 
level 
. ,., 
o. Person with high intellectual comp~tence still needs to pay 
effort to maintain it 
6. Intellectual competence can never be changed by exerting 
mor'e effort 
7. Person with high intellectual competence can do everything 
better than others 
8. Intellectual' competence consists of many independent pieces 
of skills 
9. Person with high intellectual competence can obtain good 
performance result without paying any effort 
Achievement Goals Questionnaire 
(English Translation of Questionnaire) 
The purpose of this questionnaire is to find out what 
are the achievement goals orientations of people. You will find 
in the questionnaire below a list of 28 items. 
Use 1 to 7 to represent your anSHer, '1' for "strongly 
ag re e ", '3' for f! a g ;r e e " " '5', for "d i sag re e", and '7' for "s t r 0 n g -
1 d . " y , lsagree. Put down one number for each item on the answer 
sheet provided to express your opinion for that item. 
1. I take part in class discussion 
2. I compete against others to get high grades 
3. Making mistakes is apart of learning , 
4. I feel good when I do better than other students on a test 
5. I enjoy learning new things 
6 . I feel good ~7hen I know I have worked hard 
7. I don't care about the grades other students get 
8.~ I make sure I understand the work 
9. I want me to learn how to solve problems on my own 
10. " I feel bad when I do not do as well as others 
11. I often do extra work because I want to learn new things 
12. T try hard to get the highest grade .1. 
·13 . I compete with others to see ~-{ho can do the best work 
14 . I kno~-{ if I am-doing better or worse than the other students 
15. T pay attention to whether I am impro"\: ing .i 
16. It is important to keep trying even though you make mistakes 
17. I get to work on challenging projects 
18. I get to choose projects I want to work on 
19. I really don't like to make mistakes " 
20. I want to know how others score on assignments and tests 
21. I work hard because I want to learn ne~ things 
22. " I worry when the work is difficult 
23. I want to find answers to my questions on my own 
9,::, 
24. I want to try new things 
25. The reason I work hard is to get a . high grade 
26. I want to have a chance to correct my mistakes 
27. I feel bad if I , don't get a high grade 
28. I feel good when I am working on a difficult assignment 
. 
、













































































































































































































































































































































































聰明是天生的。 2 3 4 5 6 7 
2. ~使我現在並不嗯明， 2 3 4 5 6 7 
不過我長大後。仍可能 q 
變得目哲明。
3. 聰明是靠努力得來的內 2 3 4 5 6 7 
4. 努力學習.可以令我成 2 3 4 5 6 7 
為自尊明的人申
5. ~明的人也需要努力才 2 3 4 5 6 7 
能保持體明。
6. 不陳明的人，無泊怎樣 2 3 4 5 6 7 
努力都不可以變為 E哲明而
7. 聰明的人做任何事都出 2 3 4 5 6 7 
別人優勝句
8. 人只可以在某些事情上 2 3 4 5 6 7 
Il!明，而在另一些事情
上並不嗯明。




















































































































































十分 頗 頗不 十分不
同意 同意 同意 同意
16. 犯錯難免，但勇於嘗試才是最 2 3 4 5 6 7 
重要。
17. 我喜歎做一空兵接戰佳的工作。 2 3 4 5 6 7 
18. 紋喜歡選擇一些有興趣的題目 2 3 4 5 8 7 
做專題習作。
, 
19. 我恆不顧意犯上錯訣。 2 3 4 5 6 7' 
20. 我很希望知道別人的測數成績。 2 3 4 5 6 7 
21. 我努力學習因為孩希望學到新 2 3 . 4 5 6 7 
知路。
22. 面對困難的工作，我會很捨心。 1 2 3 4 5 6 7 
23. 我希望自己能主動地去尋技間 2 3 4 5 6 7 
.題的答案。
24. 致希望能嘗試一些新的事物。 2 3 4 5 6 7 
25. 我努力學習，主要為獲取好的 2 3 4 5 于 6 .7 
成績。
26. 犯錯並不緊耍，重要的是有機 2 3 4 5 6 7 
會作改正。 J ，主咕
27. 若不能演取好成績，我會很難 2 3 4 5 6 7 
遇。
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